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ABSTRACT
This microethnographic study explored the second language acquisition and the 
use of reading strategies of six EFL college students in Thailand through the lenses of 
sociocultural and cognitive frameworks. With the overarching purpose to promote 
successful learning, the investigation examined and documented how the students’ 
language learning development had been shaped and influenced by social practices and 
the effects of formal schooling since they started learning English in an EFL discourse. 
The study also analyzed how their learning contributed to their cognitive strategies in 
performing reading tasks. Six college students, who were enrolled in a reading skills 
course in a university located in a southern province of Thailand, took part in this inquiry. 
Through the triangulation of multiple data sources such as interview transcriptions from 
the students and their teachers, field notes from classroom observations, think-aloud 
protocols, an English curriculum review and students’ artifacts, this study showed that the 
English instruction these students received at every level as basic education mainly 
focused on linguistic rules or forms in a teacher-led lecture style, not in a meaningful and 
interactive fashion. Reading instruction and practice mainly involved translation method 
used by the instructors. In addition, the students reported a lack of practice in English in 
every skill for communication both in and outside the class. As a consequence, this 
teaching practice and their learning experiences resulted in an unfavorable impact on the 
students’ overall performance to some critical degree and loosened their motivation in 
learning English. They developed a bottom-up view of reading and demonstrated very 
few reading strategies in think-aloud texts. Findings suggest that extra-curricular 
activities, as evidenced by the learning experience of Suri, a successful English learner,
iii
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should be promoted in learning English in an EFL context in Thailand. Students will 
benefit from hands-on activities to enhance constructive interactions that build social and 
cognitive competence.
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CHAPTER 1 
INTRODUCTION
Reading is one of the most critical and vital tools to acquire knowledge or sources 
of knowledge (Eskey, 1970). The ability to read English materials effectively has become 
an important issue particularly for English language learners at the university level 
because college students have to learn a great deal of new knowledge, concepts, and facts 
through reading (Everson & Tobias, 2001). However, many of these students seem to 
have difficulties adjusting to a new school at the college level where they have to read 
more English academic texts. In addition, there are many technical terms and more 
complex sentences in reading informational texts, which require careful analyses and 
high-order thinking processes or top-down reading strategies to digest the presented 
concepts.
There are multiple components for students to read independently; for instance, 
motivation, learning opportunities, prior knowledge, study skills, and cultural or language 
differences (Anderson & Armbruster, 1984). Many college students, as a result, have a 
difficult time in making sense of written texts if their reading skills are not strong enough 
to help them read strategically and effectively. In other words, less fluent readers or less 
proficient learners find it more difficult in a learning situation where they have to cope 
with challenging texts consisting of complex and sophisticated concepts to remember and 
complicated and lengthy sentence structures to read. Thus, to be successful readers at this 
level, students require multiple effective reading strategies to help them make sense of 
the texts being processed. These strategies need readers to possess higher level thinking 
processes (Anderson & Armbruster, 1984). In brief, students require more awareness of
1
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the task demands. For example, they must know when to pay or not to pay attention to 
certain details of the text. They must utilize the study strategies wisely and appropriately, 
and they must be able to control and monitor their comprehension while reading, and to 
apply alternate or fix-up strategies when they realize that they have great trouble 
following the text (Baker & Brown, 1984; Brown, 1980).
Non-native speakers of English unquestionably face greater difficulties in reading 
English written texts, and they must make additional strenuous efforts when they verbally 
discuss or report the gist of what they read in class, write academic report papers, and 
especially when they have to digest piles of difficult text materials in another language to 
make sense of them (Peregoy & Boyle, 2001). Previous research studies (e.g., Flavell, 
1979; Brown, 1982) indicate that the majority of students with high achievement are 
prone to possessing self-understanding or self-awareness. They realize when to apply 
study skills and reading strategies suitably. On the other hand, low-performing learners 
tend to lack these qualities; therefore, they demonstrate the substandard performances and 
do not attain their learning goals (Vaidya, 1999).
When it comes to the learning context in English as a second or foreign language 
classrooms, the existing type of classroom discourse has greatly changed from that in the 
past (Rogers, 2004). To clarify, there are many students with various linguistic, cultural, 
and social backgrounds in the classroom. In terms of education, these factors can 
drastically effect academic achievement (Peregoy & Boyle, 2001). As a consequence, 
new research in the current globalization should shift the paradigms from the traditional 
theoretical and the communicative approaches of second language acquisition to the 
language learning contexts that view literacies as social practices where students are
2
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regarded as critical and central to the learning scenario (Barton, & Hamilton, 2000).
Besides the cognitive dimension, it is indispensable for teachers to take social factors into
consideration to promote the students’ literacy development so that the students leam to
use the language appropriately as well as effectively (Vygotsky, 1978). Thus, it will be
fruitful to understand the overall scope and nature of the curriculum and what the goals
and expectations of the students are in such learning situations.
To start with, Marckward (1975 as cited in Smith, 1983) nicely defined EFL
(English as a Foreign Language) as “English taught as a school subject or on an adult
level solely for the purpose of giving the student a foreign-language competence which
he may use in one of several ways—to read literature, to read technical works, to listen to
the radio, to use the language for communication, possibly with transient English or
Americans” (p. 13). Smith (1983) highlighted two interesting differences between EFL
and ESL (English as a second language), which could be summarized as follows:
EFL distinguishes from ESL in that the primary goal of the EFL learning is to 
benefit the students in a better career advancement and academic opportunities. 
The EFL program weighs less emphasis on communication than the ESL in that 
nearly all of ESL classes are taught in English with the vital objective to develop 
the English language skill as a vehicle for the exchange of information for internal 
and international communications, (p. 15)
From this definition, we could obviously envisage that in the EFL context, 
students have little opportunity for exposure to a wide array of authentic uses of the 
written and spoken language of English as English is used in limited situations, mainly 
for professional and academic purposes, and can be spoken primarily by educated groups 
of people. In other words, in an EFL context, there is no need for most people to use 
English in everyday life. English is used mainly for academic and certain professional 
purposes. Hence, in order for students to leam English successfully, the issues of personal
3
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needs, motivation, contexts in which to practice the language, etc. are of paramount 
importance and come into play in language development. All the abovementioned factors 
explain the fact that English language learning is a great challenge for EFL students.
Most high-achieving students usually receive necessary support, both cognitively and 
affectively, that pertains to successful learning. The strong support and cooperation from 
parents and government, the allocated budget from the government, the availability of 
literacy learning resources, qualified personnel, etc. all play a highly influential role to 
promote favorable learning conditions.
English Language and Literacy in Thailand 
In Thailand, where English is taught as a compulsory foreign language, previous 
research has disclosed that the overall reading proficiency in English of Thai students is 
below the National English Test (Wongsuwan, 1992) even though most students begin to 
study English at grade 4. Students perform poorly because they are unable to comprehend 
the contents of texts, understand the details of the texts, identify the gist, and they lack 
the critical skill in interpreting English written texts (Thanbanjerdsuk, 1983; Wirunhayan, 
1987). Aksaranukraw (1989) reported that the unsatisfactory result of the students’ 
performance in reading English is primarily due to the fact that teachers focus on the 
product of the language learning, and they usually neglect the emphasis on the learning 
process. To clarify, teachers usually judge the students’ answers as right or wrong, and do 
not emphasize the thinking processes of the students or how an assigned task must be 
accomplished. This problem has remained even though there have been numerous
4
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attempts to resolve this problem by revolutionizing the curriculum and instruction, 
promoting research in language learning, etc.
Unfortunately, the bulk of research in EFL in Thailand basically has taken only 
one dimension in trying to overcome the problem. To clarify, most researchers have paid 
attention to placing the focus on verifying the effectiveness of using different teaching 
methods believed to promote critical thinking skill, problem-solving skill, cooperative 
learning, etc., and then suggest new strategies in teaching reading. Most reading classes 
are conducted by utilizing the Grammar Translation Method and a product-oriented 
approach (Tiamsuwan, 1996), in which teachers translate the English reading passages 
into Thai for the students, ask questions of them, and then judge their answers as right or 
wrong. However, the unsatisfactory outcomes of English language learning have 
remained unsolved, and still need clear, directional solutions. When it came to making 
my decision on selecting a topic for my dissertation that would contribute to the EFL 
context in Thailand, this issue appealed to my motivation and attention.
Research studies that include multiple literacy contexts of non-native speakers of 
English have been few in number (Padron, 1992). Most of them focus on task-oriented 
activities, and overlook the natural literacy discourse of students’ classrooms, homes, and 
community activities (Ro, 2002). This also applies to research in Thailand in that there is 
a lack of ethnographic research base in exploring how Thai students acquire the language. 
Research studies that have explored the students’ reflective practices, classroom 
discourse, sociocultural aspects in language learning, are burgeoning and starting to 
capture more interest and attention. In addition, there have not been many investigations 
concentrating on helping students from the countryside with low socio-economic status to
5
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leam English better as most Thai researchers are teaching in big cities. Thus, there is a 
great need to shift the research paradigm that also takes the sociocultural issues, apart 
from the cognitive dimension, into consideration. To bridge the research gap, this study 
was conducted with students whose families have relatively low incomes, which might 
reflect and represent the real picture of most students in Thai society, in order to better 
understand their situated learning practices and their opportunities to use English in 
authentic everyday scenarios. It was hoped that by taking other research dimensions and 
paradigms into account, with the uses of both cognitive theory and the sociocultural view 
to explore their learning practices, researchers might gain greater insight into the actual 
learning phenomenon of how Thai students acquire as well as develop English language 
skills. This might help to illuminate and broaden our understanding of the students’ 
situated learning practices in a wider and broader angle and might provide insight into 
alternative instmctional methods. Thus, I hope that this empirical research, with many 
methods to gather data, would shed light on a well-grounded overall picture of the ways 
students perceive the language acquisition and development, and would present multi­
dimensional outlooks for better learning.
Cognitive and Sociocultural Perspectives 
Language acquisition is one of the most complex developmental processes (Perez 
& Torres-Guzman, 2002). People need to communicate to each other through language. 
Language involves cognition in that it helps people understand and master their 
worldview (Perez & Torres-Guzman, 2002). In addition, language is a component of 
culture and a tool to transmit and represent complicated thought and ideas (Hakuta,
6
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1990). Research in second language acquisition suggests that there are a variety of
components that impact the language learning such as the learners’ cognitive
development, program structure and goals, the similarities and differences of the
language systems, the practices, etc. (Pica, 1985; Ellis, 1994). In other words, there are
multiple factors or influences within the learners and from external sources, which may
contribute to the learners’ learning progression (Larsen-Freeman & Long, 1991). To back
up the claim, Vygotsky (1978) commented that the cooperation between students and
their teachers or peers who act as teachers is central to cognitive development. He stated
that in order for children to leam a new concept, they need scaffolding through
interacting with people in their environment and in cooperation with their peers to
connect what they already know with what they need to know. His argument illustrates
the link between cognition and social interaction that enhances cognitive development.
This learning development could be classified into two stages: a) actual development
level and b) the “zone of proximal development” (Vygotsky, 1978, p. 80). The zone of
proximal development is defined as:
the distance between the actual development level as determined by independent 
problem solving and the level of potential development as determined through 
problem solving under adult guidance or in collaboration with more capable 
peers. (Vygotsky, 1978, p. 86)
In conducting the current research in acquiring a second language, I strongly 
believe in the above grounded philosophy in second language acquisition; consequently, I 
used dual theoretical perspectives to structure this inquiry. They are cognitive theory in 
reading (e.g., Flavell, 1979; Brown, 1982; Jacobs & Paris, 1987), and a sociocultural 
perspective toward literacy acquisition (e.g., Gee, 1999).
7
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Cognitive/Metacognitive Perspectives
As an EFL student myself, I am aware that the ability to read in English well and 
strategically is critical to achieve the academic goal in higher education in that students 
are expected to be able to read informational English written texts. Many EFL students 
struggle when they read English written course materials required in class and it takes 
time for many of them to overcome the difficulties. Thus, the cognitive/metacognitive 
reading strategies of EFL Thai students need to be examined in order to better understand 
the phenomenon in which EFL students create meanings when they are processing texts. I 
was also interested in how much the teaching of reading in the EFL context underpins 
cognitive/metacognitive approaches and in how EFL teachers can be supported in making 
their students more aware of the learning strategies they use and can use in reading.
A Pilot Study in Metacognitive Reading Strategies
The current study built upon a pilot study in examining reading strategies of four 
graduate Thai students who were considered successful English language learners. These 
students were studying in a university in Bangkok at the time when the study was 
conducted in 2004. In that earlier study, I was successful in documenting these Thai 
students’ use of metacognitive strategies through a think-aloud technique while they were 
in the process of reading and comprehending two English texts and two Thai texts. I 
found that the students reported a great deal of knowledge of strategies indicative of 
effective students. In other words, they had a wide range of strategies stored in their 
heads. Their reflections always included a lot of information about strategies for 
achieving the task demands during the think-aloud sessions. Moreover, they 
demonstrated the use of a set of powerful reading strategies, and adjusted the strategies
8
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each time when they tried to overcome the comprehension breakdown. All in all, in 
reading the Thai texts, both expository and narrative, the participants made use of the 
reflecting strategy and summarizing strategy the most. Paying attention to the text 
structure, predicting, questioning, and skimming were the strategies that they peripherally 
used. The data also suggested that the most frequently-used strategies the students 
employed across the English texts were: a) translating, from English to Thai, b) 
determining the meanings of unknown words, c) re-reading, and d) reflecting on the texts. 
From the analyses of the think-aloud and interview protocols, a set of effective strategies 
used repeatedly by the students in many different situations has proven to increase their 
comprehension of informational text.
Following the pilot study, I was interested in discovering reading strategies of 
undergraduate EFL Thai students who were attending a regional university in the south of 
Thailand. Due to the different learning and social contexts of these two groups of 
students, I might better understand how situated contexts influenced or affected the 
process of acquiring English.
The work of Jimenez, Garcia and Pearson (1996) in “The reading strategies of 
bilingual Latina/o students who are successful English readers: Opportunities and 
obstacles” also inspired my work. To summarize the study, the researchers investigated 
the reading processes of eight successful bilingual Latina/o students through think-aloud 
protocols, and compared them with those of three monolingual Anglo students considered 
as successful English readers, and three bilingual Latina/o students whose English was 
less successful. Their work sparked my interest tremendously because it sought to 
analyze the reading strategies of the bilingual participants, which was compatible with
9
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what I sought, in part, to investigate. I approached the current study with the goal of
replicating their work with appropriate adjustments to achieve my own main goal in
navigating the research with EFL Thai students.
Sociocultural Perspective
Quite important is the impact of socially and culturally organized language 
practices in activity settings. Among other variables, the channel of 
communication (written, spoken), the instrument of communication (computer, 
television), the goals or problems addressed by these language practices, and the 
organization of participation in these language practices (type and extent of joint 
activity) influence the direction of cognitive development. This point underlies 
Vygotsky’s notion of ‘semiotic mediation’ of thought and Scribner & Cole’s 
research on literacy practices and cognitive development. (Ochs, 1988, p. 15)
The idea of the above quotation suggests that both sociocultural factors and
cognitive knowledge come into play in communication activities that construct
understanding and knowledge. In the discourse of second language teaching, this claim is
consistent with Barnes’ statement in that “through the actual curriculum enacted between
teacher and students, speech unites the cognitive and the social” (cited in Cazden, 2001,
p. 2). In addition, Hymes (1974 as cited in Cazden, 2001, p. 5) supports the point:
“Language should be studied ... in its social context, in terms of its organization to serve
social ends.”
Not only do cognitive issues play an important role in language learning, but 
language acquisition is also developed through interaction, negotiation and socialization 
(Ochs, 1988), especially in ESL/EFL classes because most of these students need 
adjustments to leam a new language. In other words, these students need additional 
support to make them feel comfortable, motivated and stimulated in order to establish 
confidence in using the target language. If they lack motivation or stimulation, their
10
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learning is likely to be unsuccessful. Thus, such issues as culture, identity, 
appropriateness, motivation, etc., come into play in the language learning process.
Research Questions
In this case study of six students, I am interested in examining and analyzing how 
EFL college Thai students in Thailand engage in literacy learning and practices, with a 
focus on reading skills, to gain competency in English in their everyday lives. I further 
seek to answer the following central underlying questions:
1. Within the context of one Thai college English class, how is reading in English 
taught?
2. What is the history of EFL instruction for these six students, and how does it 
contribute to their reading practices and strategizing?
3. What cognitive/metacognitive strategies do six Thai students use when reading a 
range of texts authentic to their college experience?
The research questions I address represent conceptual dimensions that look at 
how the students’ language learning development has been shaped and influenced by 
social practices and the effects of formal schooling in an EFL discourse. The bottom line 
is, besides the analysis of the students’ cognitive abilities in reading English written texts, 
the questions guide and provide leeway for the investigation to include issues like 
students’ educational histories, curriculum models and practices, classroom discourse as 
well as social factors to account for second language acquisition.
To summarize, the previous studies in cognitive (e.g., Flavell, 1979) and 
sociocultural theories (e.g., Gee, 1999) guided this study and informed the research 
questions with the grounded principle that successful language learners are good users of 
cognitive strategies, and are supported with appropriate literacy practices. Hence, the dual
11
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rationale to carry out this research in a foreign language is crucial in this context to 
understanding the effect of cognitive learning strategy use in acquiring English as a 
second language (e.g., reading strategies used by EFL learners, etc.), and the effect of 
social factors in language and cognitive development (e.g., instructional modes, 
classroom setting and atmosphere, student motivation, etc.) to promote successful 
learning. To achieve the goal of this study, it is important to explore students’ learning 
history as well as their English classroom discourse in order to understand how these 
students have acquired and developed the language over time.
12
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CHAPTER 2 
THEORETICAL FRAMEWORK 
This inquiry was carried out through the lenses of the sociocultural and cognitive 
theories in second language reading. Thus, the review draws from relevant literature in 
EFL context and reading research in Thailand, bilingual reading, sociocultural view in 
English language learning, and cognition/metacognition in reading.
EFL Discourse in Thailand 
Background on English Curriculum as Basic Education
To avoid confusion and to promote better understanding, I will begin by 
describing the levels of education in Thailand, and an overview of the National English 
Curriculum as basic education.
According to the organization of the school system in Thailand (Office of the 
National Education Commission, 2003), formal education is classified into basic 
education and higher education. Basic education includes pre-primary, six years of 
primary education, three years of lower secondary education, and three years of upper 
secondary education. Thus, primary education is equivalent to grades 1-6; lower 
secondary education refers to grades 7-9; and upper education equates grades 10-12. The 
mandatory education for Thai students is through lower secondary level.
At the basic educational level, English (as a foreign language) is one of the eight 
subject domains included in the core national curriculum. According to the current 
national curriculum, it is mandatory for every school to teach English at grade 1
13
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(previously at grade 5). At the higher education level each institution has its own English 
curriculum.
At the national level, the curriculum sets four main cognitive goals in learning 
English as basic education with different standards as follows:
Goal 1: Language fo r  communication. To achieve the first goal, students should 
be able to a) understand listening and reading processes, interpret what they listen to and 
read from various sources and apply the knowledge they have leamt consciously; b) be 
equipped with communicative skills to exchange information, express feelings and 
opinions by using appropriate technological resources that enhance a lifelong learning; 
and c) understand speaking and writing processes to exchange information, concepts and 
opinions on various topics with creativity, efficiency, and appreciation.
Goal 2: Language and culture. To attain the second learning goal, students should 
be able to a) understand the relationship between language and culture of the target 
language and apply it for use appropriately; and b) understand the similarities and 
differences of the linguistic systems and cultural components between Thai and English, 
and apply them into appropriate use.
Goal 3: Language across content areas. To fulfill the third goal, students should 
be able to use the English language as a fundamental tool to acquire, develop and broaden 
their knowledge and vision.
Goal 4: Language and the world community. To satisfy the final learning goal, 
students should be able to a) use the target language in different real-life situations such 
as in schools, community and social world; and b) use the target language as a tool to 
further study, work, cooperate with others and live in the world community.
14
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
According to the National English Curriculum, the instructional principle lies in 
leamer-centeredness. A communicative approach is strongly encouraged in conducting 
English lessons. To clarify, the learning process should focus on hands on activities with 
communicative purposes in authentic situations so that students will be able to practice 
the real use of English appropriately (Office of the National Education Commission, 
2003).
The Current Issues
In Thailand, the ability to read English is essential to help advance one’s status 
and lead to academic success, career advancement, etc. because a myriad of current 
texts have been published in English, and many of them have not yet been translated 
into the native language. The Thai Ministry of Education (1990) was well aware of this 
phenomenon, and included reading skill development in the curriculum as a core course 
at every level with the main objective to develop speed and efficiency in reading. 
However, reading strategies instruction appeared to be missing (Ngoenwilai, 1998). To 
illustrate, the Grammar-Translation Method, which was practiced in most schools, 
proved neither effective nor innovative enough to make English classrooms conducive 
to a successful and stimulating learning environment. To support this point, Prappal and 
Opanonamata (2002) reported that Thai graduate students’ performance in English 
proficiency was unsatisfactory, and below the international standard required for 
further studies at graduate level abroad. In the report, it was suggested that those who 
planned to study in higher education in and outside the country required improvement 
in communicative English competence and study skills so that they would be able to 
adapt themselves to a new learning environment more easily, and would have fewer
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difficulties in expressing themselves and exchanging information with people from 
different places around the world through the English language. In addition, it was 
commented that teachers were one of the main reasons for the unsatisfactory learning 
outcomes of the students to learn English because they were not well-equipped with a 
high quality of knowledge about English (“English Teachers,” 2004). Further, it has 
noted that they failed to allow adequate opportunities for students to actively participate 
in classroom activities. These comments were consistent with the interview results that 
I conducted in a pilot study. In summary, the participants expressed their opinions on 
the same issue of the English instruction in Thailand that:
1. Teachers were not qualified. There were many teachers who were not 
academically trained to teach English, especially the primary school teachers who 
had to teach many subjects. This was because there were not enough English 
teachers.
2. The class size was too big. There were about 30-40 students in one class; thus, it 
was very difficult for teachers to allow students to discuss in class. Teachers 
mostly lectured and acted as the authoritative persons in class. As a result, 
students got bored and lost motivation and stimulation to study English.
3. Teachers received low salaries. They had no incentives to work hard. Those who 
were proficient in English were not interested in becoming teachers.
4. The national curriculum needed to be seriously reformed as a good model for 
teachers to follow. It seemed that the educational policy from the stake holders 
lacked continuity, and consistency, and provided very little support in the 
language learning. There were frequent changes in the administrative positions in 
the Ministry of Education, and many of them were not qualified and lacked a 
good vision.
Moreover, the results of the National Test of Thais teaching English as a foreign 
language of the year 2004 revealed that the quality of teaching English was a 
disappointment. Test results indicated that 75 percent of those sitting for the test failed, 
with the average score of 33.98 out of 100, and only 10 percent were considered
16
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outstanding (“English Teachers,” 2004). The prior research and test results reflected the 
poor standard, or possibly the failure, of the instructional methods used in most schools in 
Thailand where teachers played the central role in classroom discussion. To illustrate, the 
Grammar-Translation Method continued to be widely used in reading classes. Teachers 
had no incentives to carry out research projects and brush up their knowledge.
Reading Research in Thailand
Over the past decade of research in reading in Thailand, the main focus has been 
on a similar, one-dimensional issue; that is, most research had sought to compare the 
different strategies/methods in teaching reading with different groups of students. For 
example, Saysema (1993) examined the learning achievement in Thai reading 
comprehension of grade 5 students using the hypothesis method. Prapphal (1994) 
conducted a study on the relationship between the reading strategies and language 
background of Thai science students in performing summary tests. Chinarat (2001) 
explored the comparison of English reading comprehension ability and English 
vocabulary retention of grade 11 students between groups learning vocabulary through 
the focus oriented method and the context-oriented method. And Kaewkongmuang 
(2001) investigated the effects of mind mapping training on English reading 
comprehension and retention of grade 11 students.
Overall, these studies indicated the similar finding that students who received the 
treatments or the piloted strategies outperformed the reading tasks or tests than those who 
did not. Yet, these research studies neither influenced teachers to implement the 
suggested new teaching approaches, nor yielded much positive improvement in students’ 
language learning achievement in Thailand in general as evidenced in the earlier
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discussion. This called for an urgent need for Thai government to carefully remedy the 
educational crisis to upgrade the teaching of English as a foreign language in Thailand.
Thus, in the EFL classrooms in Thailand, there is still much room for 
researchers to help English teachers to create better English classes to improve the 
students’ performance. Thai students lack the training in using a wide range of 
powerful study skills and reading strategies. Consequently, the current research might 
well fit into the present EFL issue to remedy the existing problem. More research 
studies from different angles and perspectives should be supported to address this 
chronic problem, and might prove to be an appropriate solution to uphold Thai students 
to learn English more successfully.
However, in planning my study I realized that there is no one panacea to 
accomplish this hard mission. Improving literacy development involves a wide variety 
of factors ranging from the policy makers, the practitioners, the researchers, the 
students, the parents, the study resources, the learning environment, the availability of 
the information resources, the budget, etc.
All of these variations and factors must be taken into consideration 
proportionately in order to produce a positive effect. As a potential researcher and 
practitioner, I needed to perform my role as painstakingly as I could to find a suitable 
solution to this problem. I needed cooperation from stakeholders, teachers, parents, 
students, etc. to carry out this task. Without the cooperation from the others, failure was 
a likelihood.
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Important Issues in Second Language Reading 
Development o f Reading Ability in Second Language
A number of research studies in second language reading have explored how 
students developed reading in English as a second language. Prior research shows that 
when learners learn to read LI (first language) and L2 (second language), there is no 
significant difference in the strategies they use when they read (Gass, & Selinker, 2001). 
To illustrate, both groups appear to make use of grapho-phonemic or symbol-sound 
relationship, vocabulary, semantic cues (meaning), syntactic cues (language structure) 
and background and textual knowledge to decode and comprehend texts (Bernhardt,
2000). Although there are some similarities in the way they process texts, Bernhardt 
(2000) and other researchers have claimed that there are some differences. For example, 
Peregoy and Boyle (2001) claimed, “The two most important differences are second 
language proficiency and background knowledge, the powerful factors that affect 
comprehension” (p. 260). In addition, Grabe and Stoller (2002) elaborated, “in second 
language contexts, the issues become more complex in that L2 learners, while learning to 
read, must broaden their linguistic knowledge, deal with transfer effects, and learn to use 
L2-specific resources” (p. 41). Garcia (in press) commented that the reading 
comprehension performance of L2 learners is hard to analyze as it relates to the 
instructional, language, cultural, and affective factors that may affect English reading 
developments.
To sum up, learning to read is a complex process, and it is especially difficult for 
L2 adults who learn to read in a second language. This is because students’ backgrounds 
are diverse in terms of their language, culture, and education. For example, their
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linguistic backgrounds in their first and second languages may be different and they may 
attend schools at different ages (Ovando & Collier, 1985). Schools and teachers should 
realize these differences and try to help them learn to read a second language 
successfully. In other words, teachers should know how to accommodate the needs of this 
group of students. There are many variables that affect the second language development 
of L2 learners. Therefore, some students may acquire a second language faster than 
others (Peregoy & Boyle, 2001). To clarify, the reasons stem from their language 
proficiency as previously mentioned, their individual goals (such as future careers, 
advanced education, social status, etc.), the context and situations in language learning 
(such as formal and informal contexts, the learning atmosphere, etc.), and the language 
inputs (such as study materials, meaningful instructions) (Baker, 2001). Broadly 
speaking, to optimize the conditions to promote students to acquire the reading skill, 
teachers should incorporate a friendly classroom atmosphere, understanding and respect 
of students’ identity and culture, and effective instructions to teach them into the 
classroom. Besides that, the significant issues identified by empirical research must be 
taken into account to increase the reading development of the students: the support of the 
native language literacy, the prior knowledge and linguistic background of the learners, 
and socio-cultural factors in learning (Gass, & Selinker, 2001). These issues are the 
central discussion on the basis of L2 reading development as Peregoy and Boyle (2001) 
suggest “Development phases of second language readers contain no crystal-clear 
discrete stages” (p. 267).
Native Language Literacy Issues
There are a number of factors that affect or influence the ways English language
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learners learn to read English written texts. For instance, the differences in LI literacy, 
educational and cultural backgrounds result in development and progress in learning to 
read English (Peregoy & Boyle, 2001). A number of researchers have reported that 
second language learners who have some knowledge in their first language are more 
likely to learn a second language faster when compared with those who do not have 
learning experience in their first language (Ellis, 1994; Cummins, 1986). To illustrate, 
when students are taught to read in a second language, they can apply and build up upon 
the linguistic knowledge and skills they have acquired in their first language to help them 
read better (Rivera, 1988; Ovando & Collier, 1985). This concept is consistent with one 
of the educational principles in that students will best acquire new skills or make good 
progress in learning if new knowledge is taught in the way that are developed from the 
prior knowledge and skills of learners (Cummins, 1986). Theoretically speaking, when 
students have literacy skills in their first language, they can transfer those skills to avoid 
cognitive confusion that may occur when they are learning or in the process of acquiring 
a second language. As students acquire English, it is recommended that they should be 
supported with the use of their native language to learn the new concepts and the outside 
world. In addition, the use of the native language literacy helps to increase students’ self­
esteem and confidence, and shows respect for their home language and culture. 
Consequently, these affective and motivational elements may promote students’ literacy 
development and academic achievement (Cummins, 1983).
Prior Knowledge and Linguistic Background
Previously learned reading strategies, learners' experiences, and the nature of LI 
written language contribute to the development and confidence of L2 learners’
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acquisition of a second language (Peregoy & Boyle, 2001). These factors, as well as 
English proficiency levels, should be considered in instruction of adults learning to read 
English. A large body of existing research suggests that L2 learners who have the 
knowledge of a linguistic system do not have to learn what language is all about when 
they are learning a second language. For example, adults know that there are social 
reasons for using different language varieties. Thus, what they have to learn in acquiring 
a second language system is the specific forms that may be used in a given social setting. 
Children, on the other hand, have to learn not only the appropriate forms, but also 
different forms to be used in different situations. However, all English language learners, 
regardless of the type of LI literacy in their background, “need direct teaching in the 
English symbol system and in English sound-symbol correspondences” (Gass & Selinker, 
2001, p. 175). Due to different orthographic systems, Chinese, Korean, and Japanese 
students learn to read in English by memorizing the whole word (Wade-Woolley, 1999).
In most cases, learners who are dependent upon whole word recognition without 
training skills in phonological decoding are unlikely to become proficient readers in 
alphabetic languages (National Reading Panel report, 2000). In order to become good 
readers in English, adult readers must develop an "alphabetical strategy" (Birch, 2002, p. 
33). L2 students who use Roman writing scripts in their first language, such as French, 
Spanish, German, etc., may appear to have less difficulty reading English, than those 
from, namely Thailand, China, and Japan, because the English alphabet and phonological 
features are more familiar to them (Adams, 1990). Most of the Asian writing scripts have 
totally different symbols from the English alphabet. This is an important issue that 
teachers should take into consideration when they provide the instruction.
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Differences in the Writing Systems o f Thai and English
Thai is the national language of Thailand. The written Thai language, introduced 
in 1283, was based on Pali, Sanskrit, and Indian concepts, and many Mon and Khmer 
words entered the language (Brown, 1988). Some minor modifications in the writing 
system had been made since it was first brought into use.
Thai scripts look very different from the English and western languages. Linguists 
consider Thai a primarily monosyllabic, alphabetic and tonal language (Brown, 1988). In 
Thai; for example, pronunciation of a word is generally one symbol represents one sound 
like English. Thai is tonal in the sense that each word has a certain pitch characteristic 
with which it must be spoken to be properly understood. There are five tones, called mid, 
low, high, rising, and falling. For instance, the word “lit (mai) can mean "wood", "not", 
"silk", "bum", and "new" depending on what tone is used to pronounce it.
There are forty-four consonants and fifteen basic vowel characters. These are 
horizontally placed, left to right, with no intervening space, to form syllables, words, and 
sentences. Vowels are written above, below, before, or after the consonant they modify, 
although the consonant always sounds first when the syllable is spoken. For example, 
lhsm ftw  8viSBftf)a itu iiificy jyn ianvm tfnunnsilauffn tn tflsad  is translated as 
“Pragasit Sitthitikul studies Ph.D. in second language acquisition.” The vowel characters 
(and a few consonants) can be combined in various ways to produce numerous compound 
vowels. Each syllable, consisting of one or more consonants and a simple or compound 
vowel has a default tone determined by several factors, including the type of consonant(s) 
present. The syllable's tone can be modified by one of four tone markers.
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The grammar of the Thai language is considerably less complicated than that of 
western languages. Thai and English are very similar in terms of the syntax and much of 
the grammar. The usual sentence order is similar to that in English: Subject + Verb + 
Object + ... However, there are some important differences. That is, there is no space 
between words, only between sentences. No punctuation is used. Each word stands in 
isolation, without any grammatical modification. Words are not modified or conjugated 
for tenses, plurals, genders, or subject-verb agreement. Articles (such as a, an, or the) are 
also not used. Tenses, numbers, genders, levels of politeness, verb-to-noun conversion, 
and other language concepts are accomplished with the simple addition of various 
modifying words called "particles" to the basic subject-verb-object format. Other 
grammatical features of Thai are, for example, adverbs and equivalent clauses occur 
either at the beginning or the end of sentences. Adjectives are placed after the noun they 
qualify, except for numbers. Every concrete word belongs to a category, which is called a 
classifier. It is always used when things, persons, animals, are counted by the piece. 
Therefore ‘eight dogs’ would be translated as ‘dogs eight animals’ as numerals occur 
before the classifier.
Although Thai and English are both alphabetic languages, Thai students must 
learn how to write and sound out the letters or characters of the two languages. This is 
because Thai and English are totally different in both orthographic and phonological 
features. Thai students encounter challenging linguistic features of the two languages. 
Some English grammatical features such as articles, tenses, verb conjugation, etc., are 
problematic and challenging areas for Thai students when they learn English. In addition, 
when writing in Thai, there is no spacing between words. The students must realize the
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differences when they write in English. It definitely takes a lot of time for them to be able 
to read a second language well if the alphabet systems are not the same as those in their 
first language (Aebersold & Field, 1997).
For many Thai students, it would not be very surprising to hear the difficulty they 
encounter when they first study English. It is their first time to see the Roman alphabet, 
which is totally new and unfamiliar to them. Most of them have to study English at the 
same time when they study Thai in grade 1, which is their beginning stage of learning 
how to read and write. They have to learn the literacy skills in two languages 
simultaneously. This would be very challenging to young children at age 6-7 to acquire 
two languages proficiently, especially when they do not have literacy knowledge in their 
first language yet (Peregoy& Boyle, 2001).
My Own Experience in Acquiring English
I started to learn English when I was in grade 5 in a public school. There were 
approximately 20-25 students in my class. I studied English about three times a week 
with each session lasting one hour. The English lessons were taught by Thai teachers in 
the Thai language except when reading English texts. I remembered that my teacher first 
taught me how to read and write the English alphabet. The teacher taught the alphabetic 
principle by linking the letters with the sounds. After that, students learned how to read 
whole words and their meanings. I practiced writing the English alphabet from A-Z until 
I remembered it by heart.
Generally speaking, when Thai students learn English for the first time, they come 
to class with the alphabetic principle because the principle is the same in both writing 
systems. However, it is difficult for them to get used to the English alphabet because the
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characters of the two languages are completely different. Thus, they have to spend a 
considerable amount of time familiarizing themselves with the English alphabet and 
proper pronunciation. However, Thai and English are partly similar in that they are both 
alphabetic writing systems. Each letter stands for a sound and the way to write letters is 
in the same order, from left to right. By the time I started to learn English, I had already 
developed the first language literacy. I knew how to read and write in Thai. Thus, the first 
language literacy knowledge, such as the notions of scripts, facilitated me to some extent 
to learn English. For instance, I realized each letter represented a sound so I had to learn 
how each letter was sounded out, etc.
After the introduction of the English alphabet, my teachers introduced some basic 
words such as book, pen, ruler, table, chair, pupil, cat, dog, etc., and soon after that they 
introduced basic conversation and grammatical features such as: Good morning, how are 
you? This is a book. That is a cat. Is this a table? It is not a pen, etc. However, it required 
some time for me, at the beginning, to be more conscious to leave a space between words 
when I wrote English words because there was no spacing required between words in 
Thai. As far as I could remember, basically I needed to memorize a lot of vocabulary, 
learn how to form sentences, and how to respond appropriately in everyday conversation. 
My teachers mostly followed textbooks, usually one book per semester, to teach English.
When I first studied English as a foreign language, I had difficulty in spelling new 
words. What I did to help me spell words correctly was I tried to pronounce them by 
using orthographic knowledge. If my pronunciation was correct, my spelling tended to be 
or close to conventional forms, too. To illustrate, I created my own spelling system based 
upon the knowledge of aspects of the sound system of English. I understood that a
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mastery of the sound system processes could determine the pronunciation of English. So 
the phonological knowledge, which was gradually developed through instruction, helped 
to develop my spelling.
I was quite excited to learn English at the beginning. However, I had to 
acknowledge that I felt very bored after a couple of years of learning English. At that 
time I did not think I was a successful learner. On the contrary, it appeared that there 
were many points that I was not clear about and I did not know how to overcome those 
difficulties. As a consequence, I did not score well in English tests, and that affected my 
overall term scores at the end of the semester. Before I studied English, I was ranked 
among the top five students in the class based on the overall term scores at the end of the 
semester. Due to poor scores in the English exams, my ranking started to drop since I 
studied English. That actually was the turning point for me to pay more serious attention 
to English lessons in order to improve my overall scores because I wanted to remain one 
of the top students in the class. I started to read more English textbooks at home, besides 
the ones I used for class, so that I could understand more how to use English properly 
both in writing and speaking modes. I tried to listen to more English songs and saw 
English-speaking movies to improve my listening skills and to familiarize myself with 
native speakers’ accent. To improve my reading skills, I often read simplified versions of 
English newspapers by myself at home. I participated as an audience in the English 
activities such as English Contests organized by my school English club. My first 
impressive experience in learning English was when I submitted my essay to the editor of 
an English newspaper called Student Weekly, and my entry was judged as the best essay 
of the week and was published in the newspaper. From participating in a wide range of
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activities organized by the school and initiated by myself, I started to understand and 
enjoy English more.
When I was in lower secondary school, I wanted to speak English with native 
speakers because I did not have any chance at all to use English in real situations. My 
English lessons focused mostly on grammatical rules. What I did in order to have a 
chance to speak English was I took extra English lessons with Christian missionaries in a 
church near my house. Many churches in Thailand organized different activities for 
people to participate in, including teaching English. Participants did not need to be 
Christians. For me, I thought I could improve my spoken English so I was enrolled in 
speaking courses there. The classes were conducted in the evening by either English or 
American missionaries, three days a week. I remembered that I put a lot of effort to speak 
English well. I additionally practiced speaking English by myself at home or sometimes 
with my brothers and sisters. I even tried to speak English with some of my friends at 
school too. I believed that if I practiced more, I could improve my English.
When I was in upper secondary school, I was lucky enough to have more 
opportunities to practice my English with native speakers because my school hosted a 
couple of American exchange students. So I made friends with them and tried to speak 
with them as often as I could. I also enrolled in a couple of private English schools for 
special tuition in conversation with native speakers and grammar with Thai teachers on 
weekends. In addition, I started to look for pen pals with the main purpose to improve my 
writing and to learn new culture from them. I had many pen pals from around the world, 
namely, America, England, Sweden, Norway, Japan, etc.
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The most memorable, eventful and meaningful learning experience in my lifetime 
was when I was selected as an exchange student under an intemational/intercultural 
program to go to Australia, attending a high school there for one year. I was very excited 
and enthusiastic to explore a new learning setting in a totally different environment. That 
was my first time to use English in an authentic English-speaking context. I gained a rich 
experience in learning English and my spoken English improved tremendously during my 
stay there. However, a few years later after I had returned from Australia, I found that my 
spoken skills started to decline. I realized at that time that continual practice was integral 
if I wanted to make progress in learning a foreign language successfully. For many Thai 
students who study English as a foreign language, they usually do not have much 
exposure to the language use outside their classrooms, especially those in the countryside. 
They do not see the need of English beyond getting a good grade until they have to use it 
to apply for a job or further their study.
In summary, my acquisition in learning English in Thailand was mainly from my 
own attempt to use English in every skill in many practical ways. Unlike most Thai 
students, my determination and motivation to be good at English were so strong that I 
devoted a lot of my time engaging myself with various extra-curricular activities outside 
my schools in order to have an opportunity to expose to the English use. I was proud and 
happy when other people said that I could speak English well. I found that English would 
benefit me in the future both academically and professionally. That was why I put a lot of 
effort to learn English. Most Thai students studied English in class and did not try to use 
it in real situations, which was typical of Thai students in learning English. To me, it is 
substantial for EFL Thai students to find practical ways to use English as much as they
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can because studying English at school restricts their opportunity from practicing their 
English realistically. It will not suffice for them to only sit in the class and take lessons 
from teachers in order to be skilled in English.
The story above helps to portray the process of English learning that I 
experienced in Thailand, which clearly highlights the importance of many factors in 
language learning. To illustrate, it is not adequate to explain the issues of L2 learning 
development through the linguistic level and the nature of the native language. There are 
other factors beyond different linguistic features when we try to understand language 
development of second language learners. For example, when a learner begins to learn a 
second language when he or she gets to puberty, the issues of different culture, the 
worldview, etc., come into play because adult learners already developed their worldview 
(Ryan & Meara, 1991). Thus, in acquiring a second language, social factors also play an 
important role in literacy development.
A Sociocultural View of English Language Learning 
English as an International Social Practice
At present, it seems beyond doubt that English has gained its popularity and 
salience because of its wide range of utility as a medium to transmit thoughts by people 
from different places around the world both in academic and business negotiations 
(Jones, 1999). In other words, English is a historically and economically dominant 
language. It has played a far more crucial role than before as a language of global 
communication as it is evident that a rapidly skyrocketing number of people from every 
location on earth have established a communicative connection with each other with a
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myriad of purposes through the use of the English language; for instance, English is 
utilized as the language of international conferences, commerce, science and technology, 
etc. (Shaw, 1983). According to Jones (1999), when English is used as an international 
language or as a conventional tool for communication, the users, either native or non­
native speakers, must realize the shift in attitudes and assumptions about the language. 
That is, the issue of appropriateness has come into play in that we must consider “what is 
appropriate, acceptable and intelligible ... because English is a means to communicate to 
the rest of the world their identity, culture, politics, religion, and way of life” (Smith, 
1983, p. 8). This raises the cultural issue in that people, who speak English as their first 
language, second language, or foreign language, cannot escape the exposure to a variety 
of English variants with different pronunciation patterns, tones of voice, intonation, and 
gestures: “Americans are said to be assertive, Japanese very polite, and Thais shy because 
of the way they speak” (Smith, 1983, p. 9). Thus, native and non-native speakers alike 
should realize and be sensitized to other possible factors, other than the knowledge of the 
language skill itself that might bring about a communication failure. Smith (1983) further 
suggested that the speaker must put an effort to make his targeted messages intelligible 
with the clear and appropriate utterances whereas the listener must also attempt to make 
sense of his interlocutor’s speech. In other words, it is the mutual responsibility of both 
the speaker and listener to create the effective, comprehensible, and appropriate 
communication as language is a component of culture, and they are inseparably 
connected (Hakuta, 1990).
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Social Issues in Language Learning
Literacies as social practices. In a language learning context, although the 
achievement of literacy learning is dependent upon each individual, it takes place within 
a social and political context (Gee, 1999). To clarify, in addition to the cognitive and 
linguistic factors, there are social, cultural, identity, and political concerns that affect the 
language literacy development (Hakuta, 1990). When considering how to deal with 
classroom issues of ethnicity, culture, gender, and other differences among students, 
“teachers must create an environment that ensured that all learners saw people from their 
identity group reflected positively in the instructional materials, pictures, books, and 
videos used in the classroom and throughout the school” (Boutte & McCormick, 1992 as 
cited in Vogt & Shearer, 2003, p. 118). These factors have powerful effects on self­
esteem and motivation that affect literacy development (Vogt & Shearer, 2003).
To support the point, I would like to provide an academic experience relating to 
the social factors that critically affected the literacy development. This example emerged 
when I had a chance to observe an ESL class in an elementary public school located in a 
mid-western town in America for a course project in my Ph.D. program. During the class 
observation, it was obvious that the issues of power, identity, culture, and voices of 
students concretely came into play in literacy developmental learning process in the 
classroom discourse, especially for L2 learners. In brief, I noticed that some children 
were reluctant to participate in the class activities, presumably, due to their shyness or the 
limited ability in English. There were some young students who were playful and 
talkative; others appeared silent, uncomfortable, and unsure of what was going on in the 
classroom. Hence, they looked mixed-up, and could not follow what they were supposed
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to do whilst a few students demonstrated more comfort in expressing their voices and 
volunteering to answer questions. The teacher displayed authority, stood in front of the 
class most of the time, and ordered the students of what to do in the classroom activities. 
This example illustrates that when L2 students arrive in a new learning setting with a 
different language, culture, lifestyle, etc., there are other social issues, besides the 
intellectual ability, that strongly affected their learning outcomes (Peregoy & Boyle,
2001). To envisage how lonesome and frustrated new students might feel when they 
move to another country without or with limited knowledge of new culture, we might 
realize that there are many things for them to learn to adapt and adjust themselves to their 
new world or the unfamiliar environment. They also have to learn to acquire a new 
language, make new friends, and go to a new school.
At school, new L2 students might lack a sense of belonging, and display senses of 
discomfort and discouragement. They might be uncertain of their identity in an alien 
social setting, and how to deal with certain circumstances appropriately. With little 
linguistic background of a new language, they hardly understand what others say, and 
they are unable to interact with others or express themselves well enough. This causes 
them frustration. They often times do not say much and are reluctant to participate in 
classroom tasks because they do not know how to initiate involvement. Some cannot 
understand what is going on in the classroom and have no idea how to respond or react to 
their teachers’ directives. Provided English teachers do not know what to do to deal with 
these situations, students might consequently lack motivation to come to class.
There are numerous studies that have examined the influence and effect of second 
language learners’ cultural adaptation experiences on their learning (Cummins, 1983).
33
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
For example, Picar’s study (1985) examined how social factors affected the learning of 
Puerto Rican and Vietnamese students who attended schools in U.S. for the first time.
The findings showed that the atmosphere of racial prejudice at school and hostile 
treatment from peers had great negative effects on their study progress. In the inquiry, the 
Puerto Rican students, who spent a longer period of time in the U.S. schools than the 
Vietnamese students and were exposed to partisan behaviors and unfriendly remarks 
from peers, demonstrated significantly substandard academic performances. Although 
they had made much progress in English proficiency, they did not score very high in the 
exams due to a lack of motivation. Likewise, the Vietnamese students faced hostile 
expressions and reactions from school peers, and they set themselves aside from native 
English speakers. This caused a gravely negative impact on their English language 
development. However, they had a high inducement to do well in their studies, and they 
were very self-motivated and determined to reach achievements. Hence, they were able to 
compensate for their low English literacy skills to continue on their study at a higher 
level. In addition, data from international studies (Cummins, 1983) exhibit a clear link 
among the economic, affective factors, and social status of minority groups with their 
academic achievement, which are proven to interrelate to each other.
In terms of education, this reflects a dramatic and radical transition in the 
ESL/EFL classroom discourse in the present situation in general when compared with 
that in the past (Williams & Snipper, 1990). The world consists of a complex and diverse 
social system that is embedded with a wide array of different groups of ethnicities that 
have their own speech community and discourse norms (Fairclough, 1995). Simply put, 
we could expect that in a classroom there might be racially different students with mixed
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cultural and social backgrounds. For example, when I visited an elementary school in a 
Midwestern town in the U.S., I was surprised to see children from many countries in the 
world study in the same classroom; namely, Korea, Turkey, Kenya, India, Spain, Mexico, 
Japan, China, etc. The United States is one of the most heterogeneous societies in the 
world in terms of races and languages and those diversities might affect the way students 
learn and their educational achievements (Peregoy & Boyle, 2001). Surprisingly enough, 
this issue has not been seriously paid attention to by those in authority as there have been 
claims that little has been supported to this group of students whose languages are 
considered less important (Allemann-Ghionda, 2001). As a consequence, English 
language learners are likely to be challenged by a lot of adjustment and adaptation in the 
classroom discourse, struggle to fit in the society, and may not succeed in reaching the 
learning goals.
In addition, Giroux (1987) has commented, “to be literate is to be present and 
active in the struggle to have one's voice and history, and to move into the future 
confidently” (p. 67). He has further elaborated that language brings the world knowledge 
to the group that speaks it; people construct meanings and reality through it. Thus, in the 
second literacy development process, it is crucial to include the students' culture, identity, 
and native language. The respect and support of the students’ native culture, identity and 
the use of the native language allow them to feel at home and motivated. In this way, they 
develop a sense of belonging, self-confidence and self-esteem, which will lead them to a 
learning success (Peregoy & Boyle, 2001).
However, there is a limited body of literature that examined learners’ factors and 
variables, which affect the achievement of English language learners (Padron, 1992). In
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other words, most previous research did not incorporate the sociocultural framework to 
examine some neglected and overlooked aspects of second language acquisition in order 
to improve students’ progress. More research should examine language learning contexts 
or should view literacies as social practices where learners are central components in the 
learning processes. More extensive exploration is needed to add to the literature in this 
discipline and contribute to broader perspectives in L2 instruction through the 
sociocultural view, which includes the issues of social, cultural, identity, and power that 
affect the curriculum and instruction in ESL/EFL classrooms.
Literacies as appropriateness. I agree with Corson (1993) who comments 
“literacy practices include social acts, power, status, and cultural norms in the classroom 
because the process of schooling is a form of social and cultural reproduction that is 
linked to other structures in society” (p. 53). His comment is consistent with Fairclough’s 
(1995) statement in that the issue of appropriateness of the language plays a substantial 
role “as a useful language and a functional tool for pragmatic purposes” (Corson, 1993, p. 
84). Therefore, the foci on sociolinguistics, external factors such as the effects of 
globalization and the appropriateness of language in the L2 instruction should be taken 
into account in the language policy, curriculum planning and practices, etc. (Fairclough,
1995). In other words, literacy is not simply the ability to read and write, which is a 
traditional way to define literacy. Social and cultural issues are also very important 
components in studying a language. To elaborate, besides being able to communicate in a 
language, the effectiveness of the language communication also involves the 
appropriateness in using the language, which varies from one language to another. This 
concept is consistent with Bakhtin’s (1981) definition of a social language as “a discourse
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peculiar to a specific stratum of society (professional age group, etc.) within a given 
social system at a given time” (p. 37), which means literacy is related to both spoken and 
written language situated in social context (Gee, 1990).
The notion of social language and sociocultural situatedness (Gee, 1999) can be 
more closely extended or explained by the comparison between the English and Thai 
languages. To my knowledge, the use of slang and the accent variants in English may 
indicate a speaker’s origin, status and level of language. That is, we can predict where 
and/or what part of the country the person comes from by his or her accent. Likewise, in 
the Thai language and some other languages in Asia, especially in the countries where the 
class and caste systems are still practiced, the situatedness of the language plays a 
significant role in indicating the status, relationship, closeness, politeness, role, etc., of 
the speakers. The example I give below will support the notions addressed by Bakhtin 
(1981) and Vygotsky (1978) about the social language and sociocultural situatedness 
which have a link to literacies as social practices.
In the Thai language, the word “I”, a pronoun representing the speaker, can 
clearly reflect an example of language as a social language, which indicates the role, 
relationship, etc., of the persons involved in the conversation. To illustrate, there are more 
than five words which mean “I” in Thai, while there is no other word choices other than 
“I” in English. Thai people can tell quite accurately about the relationship, the roles, the 
status, the rank, etc., between the persons who exchange conversations from which word 
choice of “I” is used. To show respect to someone who is higher in status, such as royal 
family members, the “royal” and “special” language must be used. Not only the word “I”, 
which is to show that a person is talking to a royal family member, but the royal Thai
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language is so unique and unfamiliar to ordinary Thai people that they need to be trained 
to use special terms properly.
The explanation is similar to what Vygotsky (1978) says that for a sociocultural 
approach, it is linked in some way with specific cultural, historical, or institutional 
factors. The reason why there are quite a few words to choose from when Thai people 
want to address themselves when they speak to others is related to the sociocultural 
situatedness issue. That is the social class system in Thailand is quite distinctly practiced.
It may seem quite complicated and confusing to understand the concept of 
language appropriateness in some social situations, unlike the concept of general 
linguistic rules. One needs to be in the real social and cultural contexts where the target 
language is used for a while to learn to understand it. It is the social situatedness that 
counts (Gee, 1999).
Language and its embedded power. Theories of language and power have been an 
issue in language learning (Bourdieu, 1977). When trying to make sense of the issue of 
power and language in a concrete fashion, I posed a question to myself. That question is: 
Does language have power of and by itself and how does it relate to language learning? 
This prompted me to review the concepts of language and power proposed by many 
educators and I tried to connect those concepts with second language learning. To start 
with, I will discuss the major concepts offered by important figures and then I will 
elaborate how they are tied to language learning situation in Thailand.
According to Bourdieu (1977, p. 71), language does “reflect social patterns such 
as sex-role stereotypes in such a way as to reinforce and disseminate those patterns, 
embodying a point of view of which people are unaware, and this is a form of power
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without any clear agency.” This means whichever way we look at language, we cannot
deny that language does not have power on its own. It is powerless per se, but “it is
people who have the power to use language in various ways; it is people who give
discourse its form and make judgments about the status of various texts; and it is the
situations in which people have power and are using language to serve some purposes
which give language a power that it lacks when it is without such precise contexts”
(Bourdieu, 1977, p. 62). Language is only used as a medium of power. This explanation
matches Foucault’s (1972) judgment on the same matter:
Rather than a privilege that is ascribed to the individual, power itself is a network 
of relations constantly in tension and ever-present in activity; rather than 
possessed and localized in individual hands, power is exercised through the 
production, accumulation and functioning of various discourses; rather than the 
mere verbalization of conflicts of domination, power is the very object of human 
conflict; and rather than concerned with conscious intention or decision, the study 
of power is best located at the point where any intentions of the powerful are 
invested in real and effective practices. In short, the development of particular 
forms of language meets the needs of the powerful and depends upon a particular 
exercise of power through discourse practices, (p. 27)
Pennycook (2001) presents interesting issues of language and power, which
provide explanations as well as connection with the research directions in the field of
literacy development. He states “critical applied linguistics needs ways of understanding
how power operates on and through people in the ongoing tasks of teaching, learning
languages, translating, talking to clients” (p. 28). He further argues the issue on the
politics of language in a colonial position:
This is a position that trumpets the benefits of English over other languages, 
suggesting that English is superior to other languages in terms of both its intrinsic 
(the nature of the language) and extrinsic (the functions of the language) qualities, 
(p. 56)
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The influence o f English in Thailand. As an English language learner myself, I 
can feel that the statement of English as superior to other languages is true. For those who 
speak English as their primary language, such feeling will not occur to them as they can 
use English to communicate or interact with others no matter where they go. On the 
contrary, for non-native speakers of English, we are aware how much the English 
language affects our lives. For example, in Thailand, and I believe in many non English- 
speaking countries also, the ability to use English will be a great added asset to people’s 
lives in terms of a better chance of getting a good job, a better chance of being respected 
as knowledgeable persons, etc. If they can speak English, most people will give more 
attention to and regard them as more intelligent, sophisticated and modem persons 
without taking their educational background into account. This means the ability to 
speak English makes them look better in others’ eyes.
The effects of globalization additionally greatly change and have a tremendous 
influence over people’s lives in Thailand. Parents spend a lot of money for their children 
on extra English lessons after class each day and even at weekends. It is not surprising to 
see Thai students getting engaged with learning English in their spare time besides 
regular school hours and days. The students (and their parents) feel that they will have a 
brighter future with a higher-paid job if they possess the knowledge of English and are 
able to communicate well in English. Moreover, in working places, many companies 
require applicants to submit the score of an English Test; namely, Test of English for 
International Communication, when they apply for job vacancies. If their scores do not 
meet the requirements, they will not be eligible to apply for them. This means their 
academic degree is less meaningful than the scores of English language tests. In other
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words, English proficiencies are more highly regarded over the academic degree people 
have earned from an educational institution.
In working settings, for those who already have a job in a secure company, there 
are new job promotion measures being practiced. That is, scores of English proficiency 
tests will be used in conjunction with their job performance for their promotion 
evaluation. In this case, their jobs might not be secure anymore if their English ability is 
not satisfactory or met by the company’s requirements as they can be the first ones to be 
considered being laid off. In an educational setting, if students wish to further their 
studies abroad, the scores of English proficiency tests such as Test of English as a 
Foreign Language (TOEFL) are mandatory. Otherwise, they cannot go study there. From 
all the above examples, it is obvious that the spread of the English language influence is 
very intense over non-native speakers of English’s lives. In their country, English seems 
to be used as an index to manifest whether they are more superior to the others or not. 
When they are outside their country, their own language seems relatively meaningless. 
For those bom in non English-speaking countries, there seems to be extra burdens and 
missions for them to carry on; that is, they need to learn to communicate in English. That 
is why I totally believe that language has power. Specifically speaking, English has a 
superior power to other languages.
In the ESL learning setting, the issue of power in languages can be more clearly 
described. In a racially diverse nation, the relations of language and power exist among 
subordinate and dominant groups. As a result of their differences in languages, races, 
culture, etc., L2 learners are not comfortable and they fear being laughed at when they 
speak improper English (Williams & Snipper, 1990). Therefore, these issues affect their
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literacy development. With limited linguistic knowledge and little knowledge, minority 
students in the ESL setting can feel discouraged in the classroom. Even if teachers try to 
use different methods to help them, it might not be highly effective. Teachers have to 
consider other factors, such as giving power to students in classroom. This affective 
dimension might be able to help them improve the learning much better. Teachers should 
consider giving students real access to techniques that give them power, such as student- 
centered discussion. This will allow students to do the talking in the class and they might 
feel that they are involved. Through this method, they may develop a sense of belonging 
and feel that they are part of the community. On the contrary, if teachers do the talking 
mostly by themselves, students may feel that they do not possess authority and their 
learning might not improve.
For the cases of immigrant Asian students, I can understand how hard it would be 
for them to fit in mainstream classroom, for example, in the U.S. From my experience, to 
be a student in a different environment, I first did not know why I felt so tired by the end 
of each day, even though I did not use much energy. Later, I realized that it was because I 
had to use a new language, which I was not familiar with. Thus, it made me very tired 
mentally. This is because whenever I had to say something, I had to think of not only the 
content, but also how to use the language understandably. The flow of the language was 
not automatic; it was a conscious process. That is why my brain had to function harder 
than usual and it made me doubly tired. This effect resulted in minimizing my work 
productivity. More than that, it took me a long time to read each article and to write 
something was very time-consuming.
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For language teachers, it is important to promote encouragement to the minority 
students to study successfully. The linguistic differences also have an effect on classroom 
discussion and management. The language is the medium of communication, and 
discussion is part of communication. Hence, to discuss well means students have to be 
able to read texts with comprehension, and to share their ideas by using the language 
intelligibly. These tasks are not that easy at the beginning for them. Apart from that, the 
different social and cultural backgrounds require some time for them to learn how to 
discuss well and how to draw the right interpretation of the question in order to answer it 
with the apt concept. However, they have to learn how to make progress and develop, and 
their success also depends on their teachers understanding the social and cultural 
diversities.
Cummins (1986) proposed suggestions for instructions to promote literacy 
development for language-minority students to do well in school. His suggestions 
include:
Minority students’ language and culture are incorporated into the school and 
program professionals involved in assessment become advocates for minority 
students by focusing primarily on the ways in which students’ academic difficulty 
is a function of interactions within the school context rather than legitimizing the 
location of the problem within students, (p. 46)
A change in considering power to students is an interesting issue that future 
research should focus on. The effects of power in the classroom may change the learning 
behaviors of the students, especially in the ESL setting where students in this group 
different from the others in that they have different backgrounds and use different 
languages.
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A Shift in Language Curriculum
It has been recommended that students need systematic and continuous support to 
promote favorable language development throughout their lives at school (Cazden, 2001). 
This is especially important for Thai students whose language development is almost 
completely dependent upon the curriculum. That is, students have the exposure to the 
English language through the textbooks, teacher’s instruction, etc. mainly in the 
classroom discourse. Thus, the content contained in the textbooks must systematically 
and gradually build up the students’ knowledge and skills so that they can advance to the 
next level effectively. However, it has appeared that the English curriculum is still at sea, 
without a clear directive professional master plan in the continual connections between 
the skill development and contents from one level to the next. Actually, there have been 
several attempts to revolutionize and modernize the English curriculum to improve 
students’ performance as can be seen in the national educational development policy in 
Thailand. For example, there is a change in objectives in the English curriculum imposed 
by the Ministry of Education in Thailand from “to promote the understanding of other 
cultures” to “to impart an understanding of the culture of the English-speaking peoples” 
(Suwiwat, 1980 as cited in Smith, 1983, p. 9).
Theoretically speaking, it is a good idea to make some modifications in the 
objectives as the conception of literacy instruction has also been changed. Kern (2003) 
stated, “the focus of reading is now shifting toward a literacy orientation aimed at 
developing reading skills to access the informational content of texts” (p. 40). As a 
consequence, in the twenty-first century, he called for a new focus on language programs. 
This means the language curriculum should help to reconceptualize the students’
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perception of literacy that includes the social and individual aspects of written texts. In 
addition, in learning a foreign language effectively, students need to learn not only how 
to be able to read accurately, decode words correctly, make sense of, and interpret the 
texts, but also the different cultural issues embedded in them. The language learning 
process should engage students in “making thoughtful connections between grammar, 
discourse, meaning between language and content, between language and culture, 
between another culture and their own” (Kern, 2003, p. 42).
Cognitive and Metacognitive Theories in Reading 
Metacognition and Reading
The concept of metacognition has been widely discussed in cognitive psychology. 
Literally speaking, metacognition can be defined as knowledge about knowledge 
(Sternberg, 1984). There are many educators who have defined and explained this term. 
For example, Flavell (1979) stated that metacognition has to do with awareness of 
learning. Flavell elaborated if learners possess metacognitive knowledge, it means they 
have awareness of, and a control over, cognitive strategies that they use to carry out a 
task. Simply put, metacognitive learners are conscious of the learning strategies resources 
that they have and they are well aware when they use them. As a consequence, they 
consciously plan what strategies they should use in order for them to accomplish their 
learning goals. In addition, they usually execute an on-going evaluation whether the 
strategies they are using are appropriate for the task they are trying to complete. If not, 
they will adjust their strategies accordingly (Brown, 1982; Jacobs & Paris, 1987).
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Nickerson (1988) had a similar explanation to Flavell. He described that 
metacognition involves activities of planning, selecting, monitoring, regulating and 
evaluating in learners’ problem-solving processes in a learning situation. To paraphrase 
the idea, metacognitive learners are those who are conscious of what they do when they 
try to figure out an effective way to complete a task. They will change or adjust their 
strategies if they find that the strategies in use are not suitable. They will also assess their 
performance after the task has been completed.
When the concept of metacognition is applied to reading comprehension, it 
generally means high-level reading processes that involve the conscious use of reading 
strategies (Hacker, 1998). Metacognitive readers are believed to be proficient readers 
who are well equipped with various reading strategies. In addition, they are able to read 
texts proficiently and strategically (Hacker, 1998). They realize that different reading 
strategies are suitable for different reading tasks and purposes. Thus, they bear in mind 
what strategies they should select to use when they have to perform different reading 
tasks. During their reading, they will execute monitoring processes to assess their reading 
comprehension. They will take necessary actions, such as adjusting reading strategies, 
using fix-up strategies, etc., if they realize that they fail to comprehend texts (Reynolds, 
Wade, Trathen, & Lapan, 1989).
Metacognition in reading comprehension has gained an increasing interest for 
literacy researchers as well as reading teachers because they realize some benefits of 
metacognition that help to develop reading skills for their students (Hacker, 1998). To 
clarify, readers who have developed metacognitive strategies will have self-awareness in 
monitoring, evaluating, and adjusting their reading processes that make them become
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more strategic and effective readers (Hacker, 1998; Schraw, 2001). Teachers believe that 
if their students have control over their learning process, they will consciously bring out 
their cognitive strategies appropriately in undertaking a task or solving a problem (Paris 
& Winograd, 1990). As a consequence, building up students’ metacognition has become 
a main focus of reading instruction among literacy teachers to increase their students’ 
learning potential. If the students are provided with enough practice in increasing 
metacognitive knowledge, they will begin to have planning skills, study skills, and the 
ability to effectively use strategies in their learning (Romainville, 1994).
Cognition Versus Metacognition in Reading
It could be summarized from the review of metacognition above that 
metacognition basically involves awareness of knowledge and strategy elements. When 
the issue of the differences between cognitive and metacognitive is discussed, it is not 
totally clear whether these two concepts are distinguishable or not (Van Zile-Tamsen,
1996). If they are, what makes them different? It is true that in some circumstances, it is 
not easy to see the obvious distinctions between the two terms. The reason why 
metacognition, on many occasions, is difficult to clearly separate from some other terms 
such as cognition, meta-memory, executive control, etc., is because these terms share a 
basic concept regarding the regulation and management of cognitive processes in 
learning (Van Zile-Tamsen, 1996).
If we take a more careful look at the elaboration provided above, we might sense 
that the terms “cognition” and “metacognition” overlap to some extent. To my 
knowledge, it seems unavoidable to discuss metacognitive strategies in reading 
comprehension without mentioning cognitive strategies as some educators, namely
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Schraw (2001), defined metacognition as “knowledge and regulation of cognition” (p. 3). 
These two terms seem inseparable, meaning that cognition is part of metacognition. To 
exemplify, those who possess metacognitive skills accurately “estimate their knowledge 
(cognition) in a variety of domains, monitor their on-going learning, update their 
knowledge, and develop effective plans for new learning” (Everson & Tobias, 2001, p. 
69). To paraphrase, the words “estimate, monitor, update, and develop” are the key 
components existing in metacognition, which indicate awareness, control, and monitoring 
in the process of using cognition in executing a learning task.
Without showing awareness, control or monitoring in bringing out knowledge to 
complete a task or solve a problem, those persons cannot be said to possess 
metacognitive skills. My understanding is the skills used to accomplish a task, without 
demonstrating awareness, are only at the cognitive level. To elaborate, students may have 
the knowledge and strategies to complete a task, but they are lacking strategies in 
monitoring or controlling their knowledge in achieving the goal of the task in a conscious 
manner.
Flavell (1976 as cited in Forrst-Pressley & Waller, 1984, p. 1) demonstrates the
interplay between metacognition and cognition:
For instance, we suddenly get the vague sensation (metacognitive experience) that 
we may not fully understand what we have just read, so we review (cognitive 
action) the material and our interpretation of it in order to find out exactly what, if 
anything, is amiss (another metacognitive experience). Or we may decide to read 
something for some purpose (establish a goal) and start by skimming parts of it 
(cognitive action) in order to get some initial sense of how hard the reading is 
likely to be (metacognitive experience).
Despite the interrelatedness of the two terms, a number of educators and 
researchers share varying opinions on this issue. Some claim that they do not view
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cognitive and metacognitive as totally different and separable from each other. For
example, Flavell (1979 as cited in Livingston, 1996) states that metacognitive knowledge
may not be different from cognitive knowledge:
Knowledge is considered to be metacognitive if it is actively used in a strategic 
manner to ensure that a goal is met. For example, a student may use knowledge in 
planning how to approach a math exam: "I know that I (person variable) have 
difficulty with word problems (task variable), so I will answer the computational 
problems first and save the word problems for last (strategy variable)." Simply 
possessing knowledge about one's cognitive strengths or weaknesses and the 
nature of the task without actively utilizing this information to oversee learning is 
not metacognitive as metacognition is referred to as "thinking about thinking" and 
involves overseeing whether a cognitive goal has been met. Thus, this should be 
the defining criterion for determining what is metacognitive. (p. 13)
Flavell further explains that it is up to how we define these two terms. The
distinction depends on how the information and definition of the two terms are used and
defined. It is clearly seen that metacognition in his sense is much the same as cognition.
The significant feature that differentiates them is that metacognition includes the active
evaluation in one’s using the cognitive strategies to reach the goal. Without monitoring
the strategies in use, that learner is not considered to apply metacognitive strategies.
Flavell’s standpoint is contrastive with some educators such as Rivers (2001) who
has argued that more recent research makes a strong claim that metacognition is
separated from cognition in that it also includes “self-assessment and self-management”
(p. 279). According to Gamer (1987), many researchers believe that metacognition and
cognition are not the same. The comparison she makes to polarize the two terms is that
“cognitive strategies are necessary to perform a task, whereas metacognition is necessary
to understand how the task was performed (as cited in Schraw, 2001, p. 3). Other
researchers have a similar comment to Gamer’s. For example, Roberts and Erdos (1993)
stated that in performing a certain task successfully, students must make use of cognitive
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strategies such as using prior knowledge in interpreting a text, rereading the portion of
the text when it is still unclear, etc. However, students make use of metacognitive
strategies when they want to be sure whether their performance has attained the set
purpose (e.g., evaluating their comprehension of the reading material that they read). To
clarify the idea, metacognitive strategies are normally brought into use to monitor
cognitive strategies, i.e. when students realize that they fail to understand a text, they try
to adjust their reading process by using other appropriate strategies.
What is more, the description below proposed by Forrest-Pressley and Waller
(1984) clearly elaborate their position to juxtapose the characteristics between cognitive
and metacognitive strategies in a more concrete fashion. They illustrate a learning
situation in which students may learn to use cognitive strategies in decoding words.
In learning to read, children need to learn how to decode written symbols.
Without a doubt, there are many strategies to master the decoding skill. For 
example, students might develop the word recognition skill they have learned 
from the classroom, or they might learn to sound out words, ask someone, consult 
with a dictionary, guess, etc. Most students learn to decode words in many ways. 
In other words, they have many cognitive strategies to decode words. They might 
recognize a word immediately because they have seen it repeatedly when they 
read. They might use other strategies such as guessing the word by using the 
context, sounding it out loud or asking their teacher the meaning of the word. This 
means they have many decoding strategies available in their cognitive repertoire 
to use to decode words. Teacher can evaluate the students’ cognitive strategies by 
having them perform on decoding tasks, (p. 21)
In addition, Forrest-Pressley and Waller (1984) further explain that at
metacognitive level, students are aware that certain decoding strategies might be more
effective than the others in certain reading tasks. This means they evaluate which
strategies are more appropriate to use in order to perform the reading task more
successfully.
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The two groups did not mean to claim that cognition and metacognition are totally
distinguishable. They basically agreed that these two terms have overlapping concepts. It
is only their dimensions that are different when viewing these two terms. As I previously
mentioned, metacognition and cognition are interrelated in the sense that metacognition is
semantically built up on the other based on the same concept, with the expansion of more
scope to include the active control, monitoring, and awareness to the original definition.
Hence, on some occasions, according to Livingston (1996), it is possible that
metacognitive and cognitive strategies may be overlapping in that the same strategy could
be regarded as either a cognitive or a metacognitive strategy depending on what the
purpose for using that strategy may be. For example, Livingston (1996, p. 15) stated:
You may use a self-questioning strategy while reading as a means of obtaining 
knowledge (cognitive), or as a way of monitoring what you have read 
(metacognitive). Because cognitive and metacognitive strategies are closely 
intertwined and dependent upon each other, any attempt to examine one without 
acknowledging the other would not provide an adequate picture.
Metacognitive Strategies: Classroom Instructions and Practices
Research in metacognition suggests several implications for instructional
practices. There are many ways to help students to read metacognitively. Teachers should
teach their students a variety of cognitive strategies in reading, and at the same time
teachers must inform or guide their students to consider the strategy they are using
whether it is helpful, why they use it, what they should do if it is inappropriate, etc.
(Schraw, 2001). The strategies, techniques and approaches briefly outlined below are
strategies believed to enhance metacognition, which can be taught to most students and
which emphasize the development of thinking skills and processes as a means to help
students develop their controlling and monitoring skills in using and adjusting the
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strategies appropriately (Halpem, 1996). Teachers should bear in mind that the
characteristics of the students who are regarded as metacognitive readers should be like
the one that Brown (1980) portrays below:
after reading a paragraph in a text a learner may question herself about the 
concepts discussed in the paragraph. Her cognitive goal is to understand the text. 
Self-questioning is a common metacognitive comprehension monitoring strategy. 
If she finds that she cannot answer her own questions, or that she does not 
understand the material discussed, she must then determine what needs to be done 
to ensure that she meets the cognitive goal of understanding the text. She may 
decide to go back and re-read the paragraph with the goal of being able to answer 
the questions she had generated. If, after re-reading through the text she can now 
answer the questions, she may determine that she understands the material. Thus, 
the metacognitive strategy of self-questioning is used to ensure that the cognitive 
goal of comprehension is met. (p.76)
A strategy evaluation matrix and regulatory checklist. Teachers might use this
checklist at the beginning when they plan to promote the knowledge and regulation of
cognition to the students. This checklist is introduced by Schraw (2001), which can be
summarized as follows:
The purpose of Strategy Evaluation Matrix (which consists of four columns: 
Strategy, How to use, When to use, and Why to use), aims for the students to 
reflect their thoughts on the strategies they use. For example, if students use prior 
knowledge to help them understand the text, they write ‘using prior knowledge’ 
under the column Strategy. Under the column How to Use, they may write ‘pause 
and think about what I already know, and ask what I don’t know’. Under the 
column When to Use, students might write ‘prior to reading’, and under the 
column Why to Use, they might write ‘to make new information easier to learn 
and remember.’ This promotes “explicit declarative, procedural, and conditional 
knowledge about each strategy.” (p. 9)
In practice, teachers explicitly model how to complete the matrix to the students. 
In teaching a new strategy, or having the students read a passage, teachers should have 
the students complete the matrix either individually or in small groups. It is 
recommended that when the device is firstly introduced to them, it is better to get them to
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work in a small group so that they are familiar with them and feel confident of what they 
have to do.
K-W-L. This strategy stands for “Know-Want to Know-Learned.” The procedures
involve students to brainstorm ideas, generate categories for grouping ideas, specifying
questions, and checking what they have learned (Tierney & Readence, 2000). These
procedures could be summarized from what Tierney and Readence proposed as follows:
K-W-L chart consists of three columns: Know/Want to Know/Learned. In 
practice, teachers may display or write the chart on board as a whole class activity 
to acquaint the students with the procedures. Before having the students read a 
selected passage, teachers ask students to brainstorm what they know about the 
topic of the passage to activate their prior knowledge. The teachers then write 
what the students say under the column “Know” (K). Teachers might have 
students generate classifications of information that might appear in the reading 
text. Next, teachers ask what they want to know about the topic, and write the 
students’ responses under the column “Want To Know” (W). The second step 
engages students to develop their interests, curiosities and uncertainties to drive 
them to learn more about the passage. After producing many questions, teachers 
ask individuals to highlight their own questions that they want to be answered. 
These two steps promote an opportunity for students to participate in the oral 
discussion in class. In the last column “Learned” (L), students have an 
opportunity to recall what they have learned after having read the text. Students 
require to write down anything they have learned and the questions they still 
cannot answer, (p. 326)
Ogle (1986) comments that the procedures in utilizing K-W-L chart “help 
scaffold students’ own ideas and interests, and help them keep the control of their own 
inquiry, extending the pursuit of knowledge beyond just the one article” (p. 569). With 
this strategy, students will learn to process texts with more directions to promote critical 
thinking.
Reciprocal teaching model. The Reciprocal teaching model (Palincsar & Brown, 
1984) is believed to be an effective way to “improve reading comprehension and 
strategies for self-regulated reading through the four reading strategies: questioning,
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summarizing, clarifying, and predicting, with the ultimate goal for students to become 
proficient enough to regulate their use of comprehension strategies and to generate their 
own feedback” (Hartman, 2001, p. 21). Palincsar and Brown (1984) suggested that in 
practice, teachers commence with the explanations of the four strategies and the 
procedures that the students will use in reading. Teachers then provide some practice how 
to use them. After the students seem to possess some sense of their use, the teachers 
divide them into small groups and have each member lead the discussion about the text. 
To illustrate, after the students in the class perform a silent reading of a portion in the 
passage, a student who takes the teacher’s role raises a question and then makes a 
summary of what has been read. The rest of the group brings what they read into the 
discussion and at the same time clarifies the unclear points. The next leader repeats the 
same procedure with a new portion of the text. The process continues until the story ends. 
Normally, the teacher will be the first person to lead the discussion before having 
students take turns.
Synopsis of the Conceptual Framework 
In conclusion, in ESL/EFL teaching, I agree with Barnes’ quotation cited by 
Cazden (2001) that “Through the actual curriculum enacted between teacher and 
students, speech unites the cognitive and the social” (p. 2). This is because I believe that 
in the teaching philosophy, not only cognitive issues that play an important role in 
language learning, but social factors are very significant to promote students’ learning 
performance, especially in English language learning classes where most students need 
adjustments and adaptation to suit their new lives in a new and unfamiliar scenario and a
54
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
new language. Thus, they need support to make them feel comfortable and gain 
confidence in mixing with not only the new faces of school personnel, but also other 
peers from various places to establish friendship, trust, sense of belonging, and 
motivation in a new learning environment. This is consistent with what Hymes suggests: 
“Language should be studied ... in its social context, in terms of its organization to serve 
social ends” (cited in Cazden, 2001, p. 5). To support the point, it is vital that efficient 
teachers realize this sensitive issue and adjust their style of teaching to incorporate, 
support, and accommodate the voices, identities, and status of all students who are from 
diverse linguistic and cultural backgrounds into the classroom discourse, which is one of 
the “new basic skills that students need; that is, the ability to work in groups with person 
of various backgrounds” (Cazden, 2001, p. 4). The teaching practices of the teacher are 
very influential in building up an encouraging and productive atmosphere in the 
classroom so that the students attain the goal. The investigation of the students’ cognitive 
strategies will additionally help to determine their overall study performance and 
behaviors, which may serve as essential information to contribute to the development of 
English instruction and curriculum.
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The research paradigm of this study is a qualitative inquiry. My original research 
plan was to focus my study on examining reading strategies of the participants. As 
previously mentioned, I administered a previous study to try out think-aloud procedures 
with another group of Thai students in Bangkok. I found that using think-aloud texts was 
an effective tool to analyze reading strategies that students employed while reading. The 
participants in the earlier study demonstrated some uses of metacognitive strategies.
From that research experience, I replicated similar think-aloud procedures with a 
different group of students in the current study, with the hope of finding out their uses of 
high-level reading strategies. However, my research plan did not go as I initially 
expected. That was, most students in the current study did not demonstrate use of 
effective reading strategies. Their knowledge of the English language was very poor. I 
was much clearer about their reading ability when I had them read the think-aloud texts. I 
was surprised with their low reading ability and how unstrategically they approached the 
texts even though the experimental texts were not more difficult than the reading texts 
they used in their reading course.
This was beyond my expectation in that changing participants from those in a big 
city to those in the country would be a dramatic transformation that caused a huge 
difference in the results. It was unthinkable and I did not expect that the students from the 
countryside with little exposure to the language use would read a lot more poorly than I
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thought and much below their reading level when compared with Thai university students
in general. As a consequence, I shifted the focus of this study by using a sociocultural
perspective to investigate how social factors such as classroom structure, teacher
instruction, learning environment, opportunity and exposure to the English language use,
social context, etc., had an impact on student learning outcomes.
To fulfill my research objective, I used techniques such as prolonged engagement
in the actual ethnographic field work with the participants and the triangulation of data
sources (Creswell, 1998) such as observation, audio recording and interview
transcriptions to gain some significant information and rich-thick description of the
students, to help understand a range of phenomena related to their literacy learning and
practices, to portray English language education at a regional university in Thailand and
to document how average English language learners in an average university in Thailand
have learned to use English in functional ways. Thus, the key methodology of this study
fits into the descriptions of microethnographic research (Philips, 1993). According to
Philips, microethnography in education usually focuses on:
interactional or learning processes and usually involves a) the tape recording or 
videotaping of the naturally occurring activity in focused gatherings; b) the 
representation of that activity in a transcription which minimally includes the 
speech of the participants in the activity, but may also include information about 
their nonverbal behavior; and c) the close scrutiny of the transcripts with the goal 
of saying something about the nature of the human activity documented, (p. xiii)
A multiple case study technique (Merriam, 1998) was also applied in this inquiry
because it was an intensive qualitative investigation which sought to describe and analyze
the literacy learning phenomenon in which EFL students acquired English in their natural
settings, created meanings, and used reading strategies when they read for academic or
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informative purposes. Through the case study method, the students’ perspectives and 
reflections would be more clearly voiced in literacy research (Stake, 1995).
Thus, this microethnographic case study was suitable to serve the goal of this 
inquiry because I was focusing on discovery and interpretation of the cases, meaning that 
this research design would provide me with the opportunity to attend to the richness of 
the site and as broad a view as possible of students’ experience in acquiring English.
Setting of the Study 
In this section, I will present general information about the university where I 
collected data for this study. In addition, I will provide the ethnographic context 
geographically and culturally of the province where the university is situated as it might 
help to explain and conceptualize the literacy practices situation in which the students 
had acquired English outside their schools and in their community.
Accessing Gate Keepers
In August 2004,1 established personal contact with the Dean of the School of 
Liberal Arts and the Coordinator of the English Department at a regional university in 
Southern Thailand to gain access to a group of students I wished to study and received 
approval to collect data for my study.
A Brief Background o f the University
The research site where I collected data is located in a large southern 
province of Thailand, with a population of over 1,600,000. The majority of the 
population has low to middle socio-economic status. Specifically, the campus is 
situated in a district, about 30 kilometers from the city. At almost 4,000 acres the
58
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
campus is one of the largest universities in Thailand. Because of the establishment 
of the university, the district changed from a small community, almost rural, to a 
major suburban community of the province. However, the dominant group is low 
to middle classes. Their major careers include owning small grocery stores, small 
food shops, working at local companies, working at the university, growing fruits 
and vegetable, fishing, etc.
The university is a fully autonomous state university under the supervision of the 
Minister of Education. The idea of a state-funded university was initiated in 1967 to 
service the increased demand for university graduates as a result of the creation of an 
economic triangle linking southern Thailand, Malaysia, and Singapore. Over the 
following three decades after its concept, the university was officially approved for the 
establishment in 1991. Seven years later in 1998, the university launched its instruction 
for the first time. Initially, the university had around eight Faculties, namely, Industrial 
and Resources Technology, Agricultural Technology, Allied Health Sciences and Public 
Health, Nursing, Information Science, Management Science, Science, and Liberal Arts, 
and offered 25 bachelor degree programs, nine Master’s degree programs, and five 
Doctoral degree programs. Currently, there are approximately 4,000 students altogether 
studying in this university. Most of the students are from local areas and nearby 
provinces.
Some teachers at this university said that autonomous universities are different 
from others in that they are less controlled by the government in terms of the 
administration. There are three autonomous universities in Thailand, including this one. It 
is hoped that with a new perspective of administrative system, the university will be able
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to administer its new policies more speedily and efficiently because it does not have to go 
through bureaucracy like other government-owned universities. The university must 
prove its efficiency and academic excellence in order to attract many students because 
tuition and fees are more costly than government-owned universities, but less expensive 
than private ones. Most of prestigious colleges in Thailand are in Bangkok and many 
countryside students usually choose to go to Bangkok for higher education. Because this 
university is still in infancy, it needs to show that it has provided high quality in 
education. If it is successful in establishing its fame and maintaining its high quality and 
standard, many students in the south might consider studying there instead of going to 
study in Bangkok.
Conceptualizing the Community Context
Although the province, one of the most historical sites with great history in 
Thailand, is located on the shore of the Gulf of Thailand, its neighboring seashore 
provinces are more popular among foreign tourists for their panoramic and picturesque 
beaches. Consequently, most tourists visiting the province are mainly Thai people; there 
are not many foreign visitors visiting there. The majority of the people in the province 
earn their livings by, namely, fishing, growing fruits and vegetables, running domestic 
arts and craft industries, etc. There are some Thai-Muslim communities in the province, 
and they also use Thai.
During my data collection there, I often explored the town to observe and learn 
how English affected the people’s lives and how much it was used. I found that I hardly 
saw any foreign people visiting, working or living there. Most companies or working 
places deal mostly with local or national business. Thus, foreign languages are not
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significant for their business. However, the importance of English has been increasingly 
growing, especially for a new generation in the new globalization era. Many young 
children are sent to take private tuition outside school hours.
In this province, there are quite a few cram schools located in the downtown area 
which offer intensive courses in major subjects such as English, mathematics, science 
studies, etc. To my knowledge, it is quite common for lower and upper secondary 
schoolers to enroll in these cram schools with the main purposes to get better grades in 
those subjects and to better prepare for the national university entrance examinations. 
English lessons offered by these cram schools focus on reviewing previous examinations 
questions taught by Thai teachers.
Many families realize the importance of English. It seemed that parents in this 
town viewed education as important for their children, and they were willing to 
financially support them for extra tuition so that their children could master in it. This is 
because the older generation of the people in the province was not very highly educated, 
so they tended to encourage their children to study as much as they could. If their 
children could get into top universities or get a high degree in education, they could speak 
to their neighbors with pride about their children’s accomplishment. Thus, on weekends,
I found that many cram schools were full of students.
I was interested in finding out what these young students liked to do in their spare 
time that involved English language use. I found that some of their favorite activities 
included surfing the net in Internet cafes, and seeing movies. However, most of them 
liked to play games and chat with friends in Thai when they accessed to the Internet. I 
was a little surprised to find that all English movies playing at movie theaters in this
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province were dubbed into Thai so that viewers could understand them. These examples 
reflected that the majority of people were not exposed much to English.
In this province, like most countryside provinces in Thailand, the role of foreign 
languages, including English, does not have a lot of impact on the daily lives of people 
who live there. People do not have much exposure to the English language. The first time 
most of them have to use English, besides in their English classes, is when they have a 
job interview or go abroad. By understanding the social context where the students are 
situated, I will have a better picture of how it affects the literacy practices of these 
students.
Participants in the Study 
Six EFL college Thai students taking the Reading Skills course were the key or 
focal informants in the study. The other participants included the students’ current 
university English teacher and one of the students’ former high school English teachers. 
The Key Informants: Six Students
The principal purpose of this inquiry was to develop and document a thick 
description of the participants’ situated literacy practices in higher education. Creswell 
(1998) stated that researchers designing qualitative studies need clear criteria in mind and 
need to provide a rationale for their decisions in selecting participants that best match the 
purpose of the study. In this study, the student selection is based upon the following three 
criteria. They were a) first-year undergraduate Thai students enrolling in a reading skills 
course in the third semester (January -  April 2005); b) from different programs and
62
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
faculties with the differences in stratified English abilities, majors, and genders; and c) 
willing to participate in the study.
To make sure that the participants were appropriate, I consulted with some 
instructors at the university who had taught the students before, and had good knowledge 
of the students’ academic background in order to provide me with some general and 
academic information confirming that the students varied in their English abilities. After 
that, I made personal contact with each student to obtain his or her permission to take part 
in the inquiry.
In order to meet the selection criteria and come up with a sufficient range of 
variation and important issues in this study, I recruited six participants, three male 
students (Suri, Kit, Veera) and three female students (Soti, Wan, Sut) to include in the 
study by using a purposeful sampling technique (Martella, Nelson, & Marchand-Martella, 
1999). To be more specific, I employed maximum variation (Miles & Huberman, 1994 as 
cited in Creswell, 1998) as a strategy to represent “diverse cases to fully display multiple 
perspectives about the cases and identify important common patterns” (p. 119). All the 
informants’ names in this study are used fictitiously.
The students’ ages ranged from 19 to 20 years old. The average number of years 
that they had studied English in primary and secondary schools before studying at the 
university is 10.6 years, ranging from 7 to 16 years. Kit had studied English the longest 
(16 years), whereas Soti had studied English the shortest length of time (seven years). 
They all attended southern local government high schools before studying at the 
university, and all of them were in the first year with different majors, namely, English, 
Technology of Aquatic Animal Production, Food Technology, accounting, and
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International Business Management. Four of them took one English course, except Sut 
who took two English courses, in the previous semesters, with the course grades ranging 
from D+ to B+. Suri was the one who got a B+, and Kit received a D+. Soti was the only 
one who never took any English courses at the university level. Further details and 
characteristics of the participants are presented in the findings section.
The Current University Teacher
Kam (pseudonym) was the current instructor for the Reading Skills course the 
students were taking. She is in her late 50s. She is a seasoned teacher who earned her 
Ph.D. degree with the emphasis on reading from a university in the US. She began her 
teaching career at an elementary school when she was aged 21 years after she received 
her B. A. She taught there for two years before she furthered her study and earned her 
Ph.D. five years later. She has taught at the university level until now.
The Former High School Teacher
Besides interviewing the students’ current teacher, I attempted to contact some of 
the students’ former English instructors to conduct member checks with them. The 
objective was to gather additional insights from different data sources to support the 
preliminary findings, and to check for the accuracy of the students’ responses regarding 
their history of EFL instruction they received, and how it contributed to their reading 
practices and strategizing. However, I succeeded in having only one instructor who was 
willing to volunteer for this purpose. Boon (pseudonym) is his name. He is 41 years of 
age and holds a master’s degree in Applied Linguistics with the concentration on TEFL. 
He has taught English for a total of 18 years, mainly at the high school level. Presently,
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he has served as the Head of the English Department in a public high school in the same 
province as the university where I collected data.
Data Sources and Data Collection
In the study, multiple data sources and data analyses were used to address the 
research questions. Data were principally collected through the students and teacher 
interviews, class observations, and think-aloud protocols. With permission from a 
university in southern Thailand, I was permitted to visit Kam’s reading class to observe 
literacy-related learning activities for a period of over three months, starting from the 
onset of January until April 2005.
For the sake of clarity, I will display the summary of the data collection 
procedures and data sources in the tabular format (see Table 1), which summarizes 
analytical procedures by research questions and data sources. Details of these data 
collection procedures and data sources are described below.
Interviews
I conducted three formal interviews, and a couple of informal interviews with the 
individual students, and two interviews with the students’ current English teacher. 
Additionally, I had an opportunity to interview one of the students’ former high school 
teachers on two occasions. I practiced the following sequences when I conducted 
interviews. I first interviewed individual students to get to know them and to get some 
senses about their language abilities and literacy practices. Then, I interviewed the 
teachers for additional information. I came back to the students and teachers for further 
probing in the subsequent interviews until the data were saturated.
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When I interviewed the informants, I began with grand tour questions, meaning 
that the questions were open-ended to allow them leeway to share what they wanted to as 
a starting point (Patton, 1990). From the leads initiated by the participants, I followed a 
general interview guide approach (Martella, Nelson, & Marchand-Martella, 1999) to 
return to the focal interview questions. That is, I prepared the points of information to ask 
them beforehand, but the sequence was not fixed. Each interview lasted about 40 
minutes. The interviews were tape recorded, transcribed, analyzed, and coded for 
categories by the researcher.
Student interviews. In interviewing the students, initially I spoke English with 
them so that I could get a sense of how well they could speak English. The students were 
uncomfortable and they smiled when I greeted and asked them in English. They 
responded my greeting in English, too. I then asked them more general questions, and it 
seemed that they did not understand well and asked me to repeat the questions. I had an 
impression that their speaking skill was not good enough to make the conversation flow. I 
tried to make my questions simple and easy for them to understand. I had to repeat some 
questions many times and most students seemed to have difficulties in expressing 
themselves. For example, when I asked Sut what characterized a good reader, she did not 
understand. I then attempted to rephrase the question and asked, “What do you think a 
good reader would be like?” She appeared to struggle to articulate her answer in English, 
and asked me if she could answer in Thai. For some students, when I asked them 
questions and many times I had to repeat the same questions over and over, they seemed 
embarrassed and exhibited discomfort to speak English with me. Veera asked me in 
English, “Are we ... ah ... ah ... speak English for interview? You ask (questions) in
66
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
English?” While Wan requested, “I don’t speak English much. It is okay to speak Thai?” 
It seemed that asking the students in English would cause a communicative breakdown 
and the students did not feel comfortable and confident to speak English so I decided to 
conduct the interviews in Thai. Otherwise, it might create a threat to the internal validity 
in that the students’ inability to speak good English might obstruct them in expressing 
themselves or responding to my questions clearly enough; thus, some crucial responses 
might be missing. As a result, the interview transcripts appearing in this study are 
translations from Thai into English. I practiced a verbatim translation to retain the 
original messages as much as I could.
Specifically speaking, in response to my first research question: What cognitive or 
metacognitive strategies do 6 Thai students use when reading a range of texts authentic to 
their college experience?, I asked the students and interviewed their teachers about their 
reading performances. The main points that I queried them include:
Describe things they did to read and understand reading materials.
What was difficult for them as an English reader?
How were they taught or did they learn to read in English?
What were their memories of success or failures as an English reader?
To answer the second research question: What is the history of EFL instruction 
for these 6 students, and how does it contribute to their reading practices and 
strategizing?, the sample chief questions that I asked the teacher and the students are:
Was the teacher aware of prior curriculum?
What textbooks did the students use?
What were the national standards of learning English?
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From the sample interview queries, I was looking for the types of instruction and 
methods that the students had received in learning English in the past up to the present 
time, classroom activities, students’ memorable reading and writing experience, types of 
schooling attended, differences in English instruction in secondary/postsecondary 
classrooms, etc.
To respond to the last research question: Within the context of one Thai college 
English class, how is reading in English taught?, I interviewed the teacher and the 
students with the focus on their learning in the current reading class. The sample 
interview questions follow:
What was the students’ motivation to leam/read in English?
What type of text were the students required to read for their educational purpose?
What did the students think they were being taught about reading?
Teacher interviews. As earlier described, I interviewed the students’ current 
university teacher and also their former high school teacher on two occasions each in 
Thai because I wanted to get additional information about the students from them. The 
interviews were conducted after I interviewed the students with the overarching purpose 
to explore how students formally and informally gained the knowledge in English inside 
and outside the class.
The interviews focused on the teachers’ comments on English learning and 
teaching in Thailand in general, the English curriculum policy, how schools provided 
learning resources to support students, their English instructional practices, students’ 
learning experiences in English classes, opportunities of students’ exposure of the 
English language, their strengths and weaknesses in learning English, the motivation that
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helped them leam English, their literacy practices in English in school, etc. Sample 
interview questions are provided in Appendix A.
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Observations
I made 15 formal observations in a reading class taught by Kam, and one 
individual observation with the students while they were preparing and completing class 
assignments.
Class observation. The class meetings took place twice weekly, from 10 to 11.30 
am, on Tuesdays and Fridays. As I was interested in analyzing the natural setting of the 
EFL classroom discourse, I became immersed in the research site through a prolonged 
visit in a reading class, approximately once a week, throughout the semester from 
January to April 2005.1 used the participant observation approach (Becker & Geer, 
1957), which could be defined as “the method in which the observer participates in the 
daily life of the people under study, either openly in the role of researcher or covertly in 
some disguised role, observing things that happen, listening to what is said, and 
questioning people, over some length of time” (p. 28). In total, I conducted 15 overt 
observations, and each class observation lasted about 90 minutes. One important reason 
why the overt observations were conducted, instead of covert observations, is due to the 
ethical issue. It would be unethical in this case to observe the participants’ learning 
behaviors for a long time without letting them know. Moreover, it is not practical to 
conduct covert observations in this research context because there are other external 
factors and complications involved such as the class size, the lack of some research tools 
(e.g., the audio-visual aids for the researcher to closely observe the classroom activities), 
the permission from the university, etc.
However, to minimize the Hawthorne effect, which is “a potential problem 
whenever the participants are aware that they are in an experiment and/or are being
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assessed” (Martella, Nelson, & Marchand-Martella, 1999, p. 51), I sat at the back of the 
classroom, taking field notes, and behaving like a student, not a researcher, so that the 
students would not behave very differently from they normally did.
The key objective of the observations was to focus my attention on situated 
classroom discourse. The advantage of the regular and prolonged observations enabled 
me to gain access to take field notes on ethnographic information regarding what went on 
inside the classroom. To illustrate, the observations focused on the formal learning 
processes in English such as the demands on students as readers, what was taught in 
class, what teaching materials were used, instruction modes and interaction patterns, the 
roles of the students and the instructor, classroom activities, and how much opportunity 
students had in using English. The class observations were important sources of data that 
greatly helped to analyze the cognitive/metacognitive strategies of the students, and how 
reading in English was taught. Immediately after the observations, the field notes were 
expanded from memory, and were coded into categories related to the issues in focus.
One-on-one observation. I worked closely with individual students on a 
schoolwork assignment. This task was a group work activity called the group discussion 
of an English article, which required the students to find an article on any topics from any 
English texts depending on the consensus of the group members. Each group consisted of 
about eight persons. The students had to choose an article from a magazine, a book 
chapter, or a newspaper to read, and then take the oral test at the appointed date and time 
with the instructor who would ask them some comprehension questions. To illustrate, 
after each group agreed on choosing an article, every member was supposed to prepare to 
read that article carefully, and be ready to discuss the important ideas of the article at the
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group meeting out of the regular class time. It was the responsibility of every student to 
try to make sense of the selected text before meeting the group members. Within the 
group when they met, the students discussed the essence of the text, the confusing or 
unclear parts, the lesson learned from the article, etc., to ensure that they were really clear 
with the content of the text. After that, they made an appointment with the instructor to 
take the oral test, which lasted about 20-30 minutes. During the oral test, the instructor 
would ask about 10 to 15 questions from the text to each group to check the overall 
reading comprehension. The instructor might randomly select anyone to answer the 
questions or might ask the group to help answer them.
To sum up, the one-time observation took place with each participant around the 
middle of March, either in the university library or in an unoccupied classroom at the 
students’ convenience, and lasted about one to two hours.
I chose to observe this activity because the participants felt comfortable and might 
need my help when they individually read the selected article in their free time to prepare 
to discuss it at the group meeting. During the observation, I volunteered to assist them if 
they had difficulties in understanding the text or if I was asked to. By watching closely at 
them, and exchanging interaction with them on school-related work, I had the opportunity 
to take the in-depth look at how they managed to complete the homework assignment, 
how they read English written texts, and what strategies they used. I took and coded field 
notes for this purpose. Codes were reflective of the strategies employed by the students in 
completing the academic task.
Think-Aloud Technique
The think-aloud technique is a powerful and effective tool to analyze strategies
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that readers employed during reading (Afflerbach & Johnston, 1984). In this study, the 
think-aloud protocols served as a primary data source to examine the readers’ thinking 
and reading processes/strategies. During the think-aloud session, the students had to stop 
from time to time to comment on what was going on in their head while interacting with 
the text. Simply put, think-alouds involved “the overt, verbal expression of the normally 
covert mental processes readers engage in when constructing meaning from text” 
(Afflerbach & Johnston, 1984, p. 185). The reflections from the students’ think-alouds are 
useful indicators or predictions that illustrated students’ reading comprehension 
processing, and greatly benefit the teachers in evaluating the students’ weaknesses and 
strengths to help them develop their literacy skills (Oster, 2001). When the teachers know 
the level of their students’ reading ability, they could plan their instruction more 
effectively (Schellings & Van Hout Walters, 1995).
Think-aloud procedures. The participants met with the researcher for three think- 
aloud sessions. Each session would last approximately 60 minutes. In performing the 
think-alouds, I had individual students read three English materials with different text 
types, one at a time, and verbalize their thoughts while reading them. The purpose was to 
analyze the students’ reading strategies resulting from the learning practices whether they 
had a wide array of cognitive/metacognitive strategies or not, and what their reading 
behaviors were. Thus, the students could reflect their thinking processes in any languages 
they liked. In this study, the participants reported their think-alouds in Thai. I cautiously 
translated them in English when I referred to them in this study. The think-aloud sessions 
were audio recorded, transcribed, and coded for categories according to the students’ 
reading behaviors. These coded categories basically indicated the
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cognitive/metacognitive the students employed while making sense of the texts. In having 
the participants think-aloud the texts, I adopted the guidelines proposed by Jimenez et al. 
(1996) and Hartman (1995, p. 528), and made some modifications as follows:
1. Before the actual experiment, I met with individual participants separately to 
provide them with the explanation of the tasks they had to perform. I informed 
them that the think-aloud sessions consisted of two main phases: the warm-up 
practice sessions and the actual experiments. To make sure that the students 
understood what they had to do during the think-aloud experiment, they had an 
opportunity to practice the think-aloud procedures on 2 passages before the actual 
study, which they had to perform the think-alouds on 3 texts, one text per 
experimental session. They were also informed that the text retellings and brief 
interviews would follow after reading each text.
2. I scheduled to meet with each participant for practice sessions. During the first 
practice period, I informed my participants that think-aloud would help them to 
recognize how they interacted with and processed the text to make meaning in 
their own minds. I explained that the purpose of the think-aloud practice was to 
provide them with prior exposure to the think-aloud procedure, and become 
familiar with it. Then I modeled the think-aloud strategy. To begin with, I told the 
participants that a reader should be thinking all the time while reading. Then I 
demonstrated by thinking aloud using a short article on Soccer. After the 
demonstration, I asked my participants if they had questions or needed 
clarifications before I let them practice with the first sample practice excerpt on 
Huckelberry Finn to make sure that they completely knew what they had to do. 
The students had approximately 30 minutes to practice how to reflect the reading 
processes while reading.
3. In the second practice session, the students had another think-aloud practice on a 
biographical passage of Roosevelt. They had about 30 minutes to practice. After 
that, I opened for any questions that the students might have.
4. After the second practice session, the students were given a passage prepared in 
advance for the experiment. A pen and blank paper were provided for them to 
make any notes. I also provided English-English, and English-Thai dictionaries, 
which the students may use as they wished. I informed them that they could mark 
or write anything in the passages whenever they wanted. There was no time limit 
for the actual experiment. They could read at their own actual pace. I kept the 
running record as the students read a text.
5. After reading, they were allowed to make additional comments, if any. In 
addition, they needed to retell the story in their own words with the purpose to 
recall the general ideas of the reading passage. By doing so, it was helpful to 
evaluate whether the students understood the text they read.
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Criteria o f the text selection. To obtain acceptable reliability, I included different 
text types from different sources such as textbooks and novels. I selected the reading 
materials that captured the students’ interest, and were long and challenging enough to 
allow the students to apply different cognitive/metacognitive reading strategies. Other 
criteria of the text selection included authenticity, which meant “the texts represent an 
array of naturally occurring materials that might be encountered by the students in 
school-related literacy tasks, and present themes, issues, etc., on which students are likely 
to have some prior knowledge” (Hartman, 1995, p. 529). In other words, I carefully chose 
a range of texts authentic to the participants’ college experience, and interesting to them. 
The procedures in choosing the appropriate texts that meet the set criteria are as follows:
1. To make sure that the texts captured the students’ interest, I manipulated a mini 
survey with 52 Thai students, 14 males and 38 females, from a similar population 
who had the same age range in another EFL class. In the survey, the students were 
asked to rate the reading topic that they found most interesting and liked to read 
the most. After that, I analyzed the result of the survey, and came up with the 
most popular topics being rated by the students.
2. In choosing the appropriate reading passages for the think-aloud experiment, I 
ensured that all the three texts were close in terms of the difficulty and readability 
levels. I, in addition, kept in mind that the experimental passages should be 
identical with or close to the readability level of the texts being used for the 
course at college, which were designed for intermediate students, so that they 
would not be too difficult or too easy for the students. To attain the criteria, I 
examined the reading materials covered in the Reading Skills course by randomly 
selecting five samples of the reading passages from the course packet to 
determine the readability level (Fry, 1968). In addition, I administered a survey of 
another three reading textbooks used by other universities in reading courses for 
first-year students. Additional five passages were randomly chosen from those 
textbooks to assess the average readability scale as guidelines in choosing the 
appropriate texts for the think-aloud purposes. The results showed that the 
average readability level of the reading materials from the 10 samples was at level 
9 (range 8-11).
3. To determine the actual texts for the experiments, I initially searched and 
thoroughly chose a variety of reading text samples from various sources such as 
newspapers, textbooks, magazines, novels, online articles, etc., focusing on the
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topics most interesting to the participants. When I found some suitable passages, I 
then requested Kam and Boon, the students’ university and high school teachers, 
to help me screen, examine and determine appropriate texts that I should use with 
the students for the study. After that, I tried the texts out with three other students 
who were not participants to see what their reactions were. That was the final 
sequence for the text selection processes. When I came up with the final think- 
aloud texts, I asked my dissertation director for his comments before using them 
in the actual experiments.
Think-aloud reading passages. The result of the mini survey revealed that the 
majority of the male students preferred to read the texts on Animals, Sports, and Travel 
while the most popular topics for the female students included Romantic Short Stories, 
Entertainment, and Travel. Following the survey results as guidelines, I finalized the 
three intermediate-level reading texts that suited the purpose of the study, and their topics 
were among the top list of the students in common, keeping in mind that the participants 
in this inquiry included both male and female students. The think-aloud passages in this 
study are whole texts and self-contained, not excerpts, in order to retain originality and 
authenticity, and to prevent any unforeseeable complicating dimensions that might cause 
to the project. Thus, the texts may vary in lengths, which means, one passage may be 
longer or shorter than the others, but equivalent in readability levels.
Two of the selected texts were classified as expository text types, and the other is 
a narrative one. I carefully chose to include two expository passages and one narrative 
story because of the different text types, and content foci that college students were most 
likely to read in academic and everyday scenarios. To illustrate, even though there were 
two expository texts, their foci were different. The first expository text could be 
categorized as a field-specific or documentary text, most likely to be read for school- 
related purposes, and the other was a more general informational text, most likely to be
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read for personal pleasure or interest. More descriptions of the experimental passages 
follow.
The first text was a field-specific expository passage titled Disappearing Species, 
which is taken from More Reading Power (Mikulecky & Jeffries, 1996). This reading 
text is a science-oriented passage containing about 485 words. The readability of the text 
is close to level 9 (Fry, 1968). The text was chosen partly because it represents 
documentary articles which college students are likely to read for their academic purpose.
The second reading material was a fairy tale, the Nightingale and the Rose, 
written in a narrative style. It is a romantic short story, and consists of approximately 
2,293 words in length. The difficulty is equal to level 8 as assessed by Fry formula. It is 
taken from Introductions to Modem English Literature for Students o f English: Modem  
Short Stories (Martin & Hill, 1992).
The final reading selection was a general expository text about traveling on the 
New World of Travel, comprising approximately 768 words. It represents the texts that 
provide general information, and most college students are likely to encounter in 
everyday life. The readability level of this text is at level 7. It is taken from Interactions 
Two: A Reading Skills Book (Kim & Hartmann, 1997).
In conclusion, these passages are selected largely because a) they are of different 
text types and well represented narrative and expository texts in that students might read 
similar kinds of issues at school or in everyday lives, b) they are original and authentic 
texts taken from different sources, c) they are designed for intermediate level, and on the 
top lists of interest to the students, and d) they are long enough to allow readers to use
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and reflect a variety of reading strategies/processes when interacting with them. The 
think-aloud texts are included in Appendix C.
Documents and Other Data Sources
Other documents and data sources peripherally used in this investigation can be 
classified as follows:
Primary sources o f documents. The documents in this classification include the 
students’ study log and some samples of the students’ artifact such as work reports, and 
the teacher’s instructional materials. I asked students to keep a study log of English 
literacy practices. I informed them to write down as many details as possible of 
what/when they read or wrote in English, including their reflections after they finished 
doing their homework assignments. I asked the students to give me some samples of their 
work, and I also collected some handouts and other instructional materials that the 
teacher used in the reading class. These documents provide additional information about 
the students’ language and literacy events that they were engaged in, which might reflect 
their strategies they used when reading/writing in English, and could be used to analyze 
what the students learnt in the course.
Public documents. I examined the English curriculum and the previous and 
current textbooks that the students used. The textbooks and curriculum are useful sources 
of information to get an overarching picture of what students had learned, were learning, 
and were supposed to learn in the classrooms. By examining the textbooks, I gained 
insight of what lessons and course contents were covered in EFL classes in Thailand. As 
a consequence, I better understood the overall formal training of Thai students in learning 
English.
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Data Analysis
Interviews, observations, and think-aloud protocols serve as the primary data 
sources; other data sources from various kinds of documents such as student work, study 
materials and English curriculum are secondary. Interviews and think-aloud sessions 
were audio-recorded, and transcribed for the purpose of capturing all of the data and 
comments of the participants along with the specific questions and follow-up, probing 
questions that were asked. Field notes (Ochs, 1988) were utilized during observations, 
and think-aloud sessions for general ideas and information, which helped to capture such 
things as themes that I may understand to be emerging in the conversation, or other 
reflections. Following each interview, and observation, I spent some time writing 
reflection and memo-writing with the attempt to portray a written picture of the students’ 
literacy practices in the past and present, and their use of reading strategies, including my 
reactions and any unique aspects. This written reflection was used along with the 
transcribed tape recordings and any other available documents to analyze the data. 
Overall, the data analyses have two major foci as described below.
Holistic Analysis Strategies
In the analysis of the collected data from multiple sources, Seideman (1998) 
suggests that researchers reduce and segment transcriptions and field notes into 
categories of information without bias or with an open mind. Moreover, the reduction of 
data should be done inductively rather than deductively, and researchers must classify 
emerging themes or issues as important and of interest from the text. In this inquiry, 
codes were generated largely from the interviews, observations, and think-aloud 
protocols. They were recursively developed and saturated into issues or categories as the
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data collection proceeds, according to the constant-comparative method (Glasser & 
Strauss, 1967; Lincoln & Guba, 1985), referring to “the researcher identifying incidents, 
events, and activities and constantly comparing them to an emerging category to develop 
and saturate the category” (Creswell, 1998, p. 240). The process of constant comparison 
"stimulates thought that leads to both descriptive and explanatory categories" (Lincoln & 
Guba, 1985, p. 341). In this study, I used constant comparative analysis to look for 
statements and signs of reading behaviors, reading strategies, and learning practices that 
occur over time during the investigation (Janesick, 1994).
Analytic induction (Patton, 1990) was also employed to analyze the data, which 
means that the patterns, themes, and categories of analysis "emerge out of the data rather 
than being imposed on them prior to data collection and analysis" (p. 390). That is, I read 
the transcripts of the data that I collected and examine them in search of the recurring 
issues related to the students’ literacy practices and cognitive/metacognitive strategies. 
Additionally, I conducted an individual content analysis (Lincoln & Guba, 1985) of each 
open-ended item to determine the categories that might emerge across the interview 
responses, transcriptions, and other collected data sources. When I completed this 
analysis, I compared the interview results to the findings from the think-aloud protocols 
and observations for validity, stability and consistency of the findings.
To provide a specific example, when I completed the data analysis I discovered 
that Soti’s interviews’ responses to what difficulties she usually underwent when reading 
English texts were not clearly described, I compared her interview transcripts with the 
data from think-aloud protocols to clarify and extend the information given on the 
interviews. I found that Soti knew only a small size of vocabulary and a limited number
81
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
of reading strategies. She did not change the strategy when she realized that the strategy 
in use did not help her understand the text. She did not know how to look for main ideas 
in paragraphs, etc. Thus, she struggled most of the time when she read in English.
I additionally kept a research log that documented the data analysis procedures 
undertaken: categories created, decisions made, subcategories that emerged, and the 
eventual saturation of data. With multiple data sources, the findings were triangulated in 
the sense that all the data were analyzed by me; particular themes were discussed with 
each participant; and overall themes were shared with all participants.
In summary, I basically followed the four forms of data analysis and 
interpretation in my case study research as Stake (1995) suggested:
1. I looked for instances from the gathered data.
2. I examined each instance, interpreted it, made meaning from it and categorized 
instances into relevant issues.
3. I looked for patterns and relationships from categories.
4. Finally, I established naturalistic generalizations from the case: What I learned 
from the case or what other researchers could apply it to a similar population of 
their cases.
Focused Analysis Strategies
The above explanations represent the overall methods of data analyses that were
used to analyze most of the data I gathered. Besides that, there was a guided coding
scheme proposed by Jimenez et al. (1996) that I followed to analyze the data from the
think-aloud protocols, and there were guided criteria I adopted from Valencia (1997) to
qualitatively evaluate the students’ retellings after they had read the texts in the think-
aloud sessions. Additional descriptions follow.
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Coding scheme for think-aloud data. Data from the think-aloud protocols were 
transcribed and then coded in search of the recurring issues related to the 
cognitive/metacognitive reading strategies. To establish that the participants addressed 
the use of reading strategies, I painstakingly examined the think-aloud transcripts before I 
determined units of analysis or think-aloud utterances (Hartman, 1995), and identified 
reading strategies used by the students.
In determining think-aloud utterances, I looked for “those words spoken aloud by 
a student that were preceded and followed by some period of silence” (Hartman, 1995, p. 
529). Thus, a think-aloud utterance began when a reader started reading a text until he 
stopped reading that part to digest what had been read (Hartman, 1995). In coding, I 
primarily followed the three classifications of reading strategies proposed by Jimenez et 
al. (1996) as a framework to identify the strategies when analyzing think-aloud 
utterances.
The first classification is called text-initiated strategies, which includes using text 
structure, focusing on vocabulary, summarizing, restating the text, paraphrasing, 
using context, rereading, and decoding. The second classification is known as 
interactive strategies, which include inferencing, questioning, predicting, and 
confirming/disconfirming. The last category can be classified as reader-initiated 
strategies such as invoking prior knowledge, monitoring, visualizing, evaluating, 
noticing novelty, demonstrating awareness, searching for cognates, translating, 
code-switching, and transferring. (Jimenez et al., 1996, p. I l l )
To provide illustrations and identifications of thinking aloud for cognitive
strategies in reading, I drew some examples from the study.
For paraphrasing:
Medicine is related to drugs. People do research on medicine by using plants and 
animals so they are related and affect each other if they are destroyed.
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For using context to guess meanings:
Freighters? Cruise ships should be different from freighters. Oh, freighters can 
carry cargo. So freighters should mean ships that are mainly used to carry cargo.
For invoking prior knowledge:
I know Sherlock Holmes. He is a famous and clever detective. I have heard about 
him before. So I think the game must be something that requires us to find out the 
truth or fact.
In analyzing the think-aloud protocols, I read and looked through the think-aloud 
transcriptions several times before I identified the think-aloud utterances. Then, I coded 
think-aloud utterances according to the reading strategies framework (Jimenez et al., 
1996). After that, I counted the frequencies of each reading strategy used by the students. 
I repeated the same coding procedures twice and intra-coding reliability was 100%.
Analyzing retellings. After the students performed the think-aloud on each text, 
they had to retell the recalled information that indicated or represented the main ideas or 
important elements of the text such as text structure to exhibit their overall 
comprehension, and whatever they wanted to verbally report (Lipson & Wixon, 2003). In 
qualitatively evaluating the students’ retellings, I took into thorough consideration 
multiple involving factors; namely, the quality, quantity, organization, and coherence of 
information structured or elicited by the readers in their retellings. In doing so, I adopted 
and applied the qualitative retelling assessment guidelines suggested by Valencia (1997) 
because this evaluation has been widely used in retellings assessment and has proven to 
be a systematic tool to provide analytic feedback (Lipson & Wixon, 2003). The following 
components guided the retellings evaluation:
1. Recalls important information.
Includes most of the important information (e.g., plot, characters, resolution or 
supporting details and concepts).
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Includes some of the important information.
Includes little, if any, important information.
2. Draws inferences.
Includes conclusion, ideas that are not explicitly stated in the text.
Suggests understanding of ideas that are not explicitly stated in the text.
Includes only information explicitly stated in the text.
3. Understands the gist, main idea, theme.
Includes theme, problem, main concept/idea, statement of synthesis of the
critical content of the passage.
Includes a weak or partial synthesis.
Unable to construct a synthesis of the passage.
4. Constructs a personal response.
Includes a personal response to the major concepts, theme of the text.
Includes a personal response to surface elements of the text or a simple
statement of preference.
Unable to construct a personal response.
5. Coherence and comprehensibility.
Includes a richness, coherence, and comprehensibility that communicates the
essence of the text.
Includes some coherence but is not complete or does not flow.
Includes bits of information without much organization or flow.
(Valencia, 1997, p. 67)
In this study, after the students’ retellings had been transcribed, I read them over 
and over again before I evaluated them. To establish more accuracy and credibility, I 
asked Kam to be a second rater to assess the students’ retellings. Before we rated the 
retellings, I discussed the evaluative procedures with her and provided her with the 
evaluation guidelines containing the above components to ensure that we established the 
same criteria and judgments. Because the retellings assessment outlined clear 
descriptions and the students’ retellings were not complicated to evaluate, there were no 
inconsistencies in our ratings. The inter-rater reliability yielded 100% agreement.
In sum, the students’ retellings were judged and analyzed according to how
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well the students a) recalled important information, b) drew inferences, c) understood the 
gist, main idea, or theme, d) constructed a personal response or related to personal 
experience, background knowledge, and e) retold the story with coherence and 
comprehensibility (Valencia, 1997). However, the main purpose of using the think-aloud 
technique in this study placed a more emphatic purpose upon analyzing the students’ 
reading processes in making sense of the text during the reading phase than evaluating 
the reading comprehension per se. Thus, the evaluative components served as a broad 
guided system to assess the students’ retellings that reflected overall comprehension.
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CHAPTER 4 
FINDINGS
In order to present the findings for this study effectively and systematically, I 
have organized the “analysis of themes” (Creswell, 1998, p. 249) or “development of 
issues” (Stake, 1995, 123) into four main parts. First, I will present what I found 
regarding the classroom discourse in an EFL Reading Skills course to visualize a 
comprehensive context of the within-site study as well as to generate a broad 
conceptualization of the students’ process of learning English at college. Second, 
analyses of individual students’ demographic backgrounds in multiple aspects, or 
“within-case analyses” (Creswell, 1998, p. 252), resulting from the open coding, will be 
presented with supporting evidence, vignettes and assertions. Next, I will interrelate 
common themes emerging from the axial coding and selective coding across cases or 
“cross-case analyses” (Creswell, 1998, p. 250) relating to the histories of the students’ 
previous educational experiences and their performance as students. In the final 
sequence, I will discuss the students’ reading strategies based on the think-aloud 
protocols and their retellings.
However, it should be noted that in this section I present the significant themes 
found in this study. In the next chapter, I will discuss these baseline findings critically in 
response to the research questions with supportive evidence from the relevant literature 
that I earlier reviewed about the students’ reading strategies and the impacts of cognitive 
and social issues on literacy developments.
To sum up, the findings consist of four parts, which are developed around the 
central research questions: Classroom Discourse in an EFL Reading Class;
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Characteristics of the Students; Histories of the Students’ Literacy Learning Experiences 
and Practices; and Students’ Reading Strategies.
Part 1: Classroom Discourse in an EFL Reading Class 
The approach taken in this section was primarily observational coupled with data 
collected from numerous interviews with the students and their teachers. Documents such 
as study materials, student work, the English curriculum, etc., were also used to 
document what has emerged from these data sources in relation to the classroom 
discourse.
Portraying the Context of the Reading Skills Course 
To begin with, I will describe the context of the course that I observed. The 
Reading Skills course is among one of the optional required General English courses that 
the students might choose to take, yielding three credits. It is imperative that all 
undergraduate students at this university take a total of 14 credits in General English 
courses. Each course may yield two to three credits. Other optional courses that students 
can take to fulfill the requirement include Conversational English, Professional 
Communication in English, English Written Expression, Reading English for Pleasure, 
Reading Academic English, English through Translation, and Paragraph and Essay 
Writing in English. The university does not administer placement exams; thus, the 
students can choose to take any of the abovementioned courses depending on their 
schedules and preferences as long as they can fulfill the requirement.
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The reading class took place twice weekly, on Tuesdays and Fridays, from 10 to
11.30 am, covering a period of over three months. Each class meeting lasted 1 hour and 
30 minutes. The course placed the emphasis upon reading skills: skimming, scanning, 
guessing meanings from context, and making inferences; paragraph reading focusing on 
finding topics, topic sentences, main ideas, and supporting details; using a dictionary. The 
course aims for the students to understand how important effective reading techniques are 
to comprehension, to improve their reading speed, to further their reading fluency, and to 
learn to summarize the texts read skillfully.
The Classroom Structure
Before the first class visit, I had a discussion with Kam, and we agreed that it was 
customary for a visitor to introduce oneself to the students so that they knew my status 
and what was expected from them. As a researcher, I would only be a passive observer, 
and I was not supposed to participate in the class activities or providing any input unless 
asked to. On the first day of the observation, after I introduced myself to the class, I chose 
to sit at the back of the class where I could watch students’ behaviors clearly, and that 
was the seat I mostly sat for the observations. The number of the students enrolling in this 
course totaled 115, which exceeded my expectation. All the students were Thai, and were 
mainly local people from the south. They were mostly in their first year of college and 
were enrolled in different programs.
The classroom I observed was very big. It was designed like an oval auditorium, 
which could accommodate up to 150 students totally (see Figure 1).
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Figure 1. Classroom setting.
The student seats were built-in, not detachable, like those in a theater, and 
consisted of about eight rows. Therefore, seat re-arrangement was not possible. The 
students had freedom to sit anywhere they wanted. Thus, I had to locate my focal 
students every time I visited the class. In front of the class, there was a big white board 
with a big movable screen in the middle. Beside the screen, there were a big wooden desk
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and a chair for the instructor. On the desk there were a computer and a projector for the 
instructor to use as instructional tools. There were also two television monitors installed 
above the eye level in the middle of each side of the room.
Impact o f Classroom Structure
Some comments from the participants on the class size demonstrated that they did 
not think it was effective to study English in a big class with about 120 students. For 
example, Wan stated, “It is inappropriate to study English in this class. It is too big and 
there is only one teacher. I don’t like when the teacher asks us to have a small group 
discussion.” Soti noted that the class was very big with approximately 115-120 students 
and further suggested that each class should not accommodate more than 30 students with 
1 teacher for more effective learning outcomes. Suri added that what he did not like about 
the classroom was that there were too many students and the class was too big. It was not 
suitable for a language class. The class size limited the opportunity for students to 
practice the language. The class was too big and accommodated over 100 students. He 
noted that according to his friends, many of them would feel embarrassed if they made a 
mistake or did not answer questions correctly when there were so many students in the 
class. “This is a big disadvantage, which restricts students to take risks responding to the 
teacher’s queries,” Suri commented.
I agreed with the students that a big class size could result in adverse learning 
circumstances. To illustrate how classroom activities were affected, the following field 
notes described the claim. In one class observation, Kam’s lecture focused on how to find 
main ideas from paragraphs. After the lecture, she assigned her students to form small 
groups consisting of about 10 members to find the main idea of each paragraph in the
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passage on Culture Shock, which is a story in Chapter 3 of the course textbook. The 
students were permitted to form their own groups. Kam told the class that if she had the 
students do this task individually, many of them might not have ideas to complete it.
Thus, working in groups and helping each other might be a better way.
From my observation, I noticed that many students did not actively move from 
their seats to form and find their groups. They liked to sit where they were and their 
group members consisted of the same faces sitting in the nearby area. The classroom did 
not look like there was a group discussion going on. It was relatively quiet. Most of the 
time, students did not pay attention to make contributions to the small-group activities. 
They seemed like they were engaged with their own work. Kam, on the other hand, did 
not take much action in inviting and stimulating the students to join and work with their 
peers. She only informed them the time limit of about 15 minutes for this activity, and 
after that asked each group to present the work to the whole class. She off and on went 
round the class, talking with some groups and answering questions in a low voice. Hence, 
there was not much motivation for the students to get involved when there were class 
activities like this. However, there was some exchange of writing and a little whispered 
discussion. The students exchanged the talks within their groups in Thai. They talked 
quietly without much discussion. It seemed they were unsure of their answers or maybe 
they did not understand the text. I hardly saw or heard them ask each other to figure out 
the parts they did not understand. If someone mentioned or suggested something, the 
group would agree without rejecting it. I sat at the back of the room so I could not hear 
what they said clearly enough.
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The classroom structure posed a salient problem in conducting class activities 
when the teacher planned to have students form a discussion group and project 
demonstration leading up to a whole-class presentation. This was because it was very 
difficult for the students to wander around to form their groups. The space limitation 
between rows and built-in seats obstructed the students’ physical movement to have a 
face-to-face discussion; thus, it prevented the students from fully participating in the 
brainstorming session with their peers to propose their new ideas.
I talked with Kam on one occasion about what she thought of conducting small- 
group activities in this type of classroom. She responded that she did not like teaching a 
large group of students in a gigantic classroom like this. However, there was nothing 
much she could do about it as she proposed this issue many times in her departmental 
meetings. She commented:
I don’t know what I could do to stimulate my students to actively take part in
small-group discussions in a big classroom like this. I can’t handle it by myself.
There are over 100 students and I am the only teacher. I know they did not like it.
They prefer me to give lectures and not put them on the spot to answer questions.
My observation regarding the impact of the classroom setting suggested that this 
type of classroom setting is not very conducive to promoting student-student interaction. 
The classroom management and setting adversely influenced an effective process of 
learning. The educational quality must not neglect the quality of classroom settings and 
the class size that might significantly affect and hinder students’ learning behaviors and 
outcomes. Contributions from the students, especially those who lack motivation, can be 
even harder to expect in large classrooms as evidenced in this scenario.
The problem of teaching English in large classes has posed a controversial issue 
at this university because there are not enough teachers. The limited budget, the prime
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factor, does not allow the university to fill up sufficient teaching vacancies that would 
make teaching in small classes plausible. Some teachers and students hope that the class 
size will be smaller in the future, but it is hard for them to determine when their hope will 
come true.
Class Atmosphere
The atmosphere in the reading class was different from that in many English 
classrooms I had experienced. At the start of the lesson, students came in through the four 
different doors from different classes. They sat at their regular seats most of the time with 
their friends who were mainly from the same program although they could sit anywhere 
they wanted. Most students chose to sit at the back of the class, leaving front seats 
unoccupied. When they sat at their seats, there were no signs of their knowledge or 
enthusiasm of what was supposed to study and what they were supposed to prepare for 
the lesson. They sat down idly and began to socialize with their peers. They would wait 
until their teacher told them what to do. Some students did not have their own textbook. 
They shared it with their neighboring friends. Some students kept coming in even though 
the class had already started for over 15 minutes. These class scenes portrayed a 
description of what the class atmosphere looked like in general.
It was interesting to note that although the participants did not quite like the 
classroom setting, they seemed to enjoy the class atmosphere in general. This is mainly 
due to the way Kam managed her classroom instruction. For example, Yeera seemed to 
have a better attitude towards the instruction at this level than that in his previous 
schooling. His elaboration is stated below:
The class atmosphere is not very intense. The session is not too long. The
instructor is quite open in the way she manages the classroom. She tries to make
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students comfortable and urges the students to ask questions. What I really like 
about the instruction is that it is more student-centered than the past classes I 
experienced. The teaching includes the question-answer style, which is intended 
for teacher-individual student interaction, and student presentations. The teacher 
applies a mixture of different teaching methodologies, and puts a lot of effort to 
individualize the instruction but yet remain some amount of lecturing, translation, 
and drill. During teaching, the teacher welcomes students’ open discussions. One 
more thing, if we work more, there are bonus points for us.
The Course Contents and Requirements
The commercial textbook, Select Readings (Lee & Gundersen, 2001), was the
only required reading text for the course. It was designed for intermediate students of
English and comprises 14 chapters. The reading selections in Select Readings, like other
commercial textbooks, represent a variety of text types ranging from newspaper and
magazine articles, personal essays, textbook chapters, book excerpts, on-line discussions,
and interviews compiled from well-respected sources such as The Wall Street Journal,
the Utne Reader, and National Public Radio.
From Table 2, only 8 chapters out of 14 from the book were covered in the course
due to the time constraints. The time spent on each chapter was approximately one week
in two class sessions. The chapter overview presented in the textbook started with a
reading passage to help students develop more effective reading skills from a wide array
of text types. Next, the students were introduced with reading techniques in focus such as
how to use an English-English dictionary, how to guess unfamiliar words from the
contextual clues, the knowledge of roots, prefixes, suffixes and affixes, how to
paraphrase the ideas, how to find the topic sentences and main ideas, and how to make an
outline/a summary of the reading text. The Building Vocabulary section was then
presented to help expand the students’ vocabulary power. Some topics covered in this
section to develop the students’ skills in this area included phrasal verbs, learning new
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expressions, grouping words, using contexts to guess meaning, word forms, keeping a 
vocabulary notebook, and synonyms. The final sequence in each chapter centered on 
essential grammatical structures and language functions in context; for example, past 
perfect, present perfect, talking about the past, the differences among used to/get used 
to/be used to, too/enough, using passive voice, subjunctive verbs, etc.
Table 2
Topics Covered in the Course
Week Topics
1 Course introduction 
Introduction to dictionaries
2 Introduction to reading techniques (outlining/summarizing)
News reading (reading)
3 Chapter 1: A long walk home (reading)
Topic sentences/main ideas
Quiz 1
4 Chapter 3: Culture shock (reading)
Guessing the meanings from context
5 Chapter 5: Pop group’s use of folk song stirs debate (reading) 
Roots/prefixes/suffixes/affixes
Quiz 2
6 Chapter 7: Private lives (reading)
References
7 Chapter 8: Future talk (reading)
Grammar for reading
8 Chapter 10: Out to lunch (reading)
Reading markers/connective devices
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Table 2 (continued.)
Week Topics
10 Chapter 11: Public attitudes towards science (reading) 
The author’s purpose 
Quiz 3
11 Chapter 12: John’s Taiwanese wedding (reading)
12 Lessons revision
Table 2 shows the synopsis of the topics and contents covered throughout the 
course. Pedagogical practices in this class will be discussed to illustrate how the contents 
of the textbook were taught when I reported a theme relating to instructional modes later 
in this chapter.
Course Assessment
In terms of the measures of achievement, there were four quizzes, a mid-term 
exam, and a final exam. There were three additional major assignments, which demanded 
the students to spend extra hours outside the classroom to work in groups with their 
peers. The students formed their own group; some groups may have had up to 8-10 
members. The first two major assignments aimed at increasing the learners’ vocabulary 
power that would assist them in reading English texts more effectively. Thus, the tasks 
required the students to research on connective devices and prefixes/suffixes. The 
students had to orally report what they had learned to the whole class, besides submitting 
the written papers. The other major task was the group discussion of a magazine article. 
To clarify, it was open for students to form their own groups consisting of about 8-10 
members, and find an article of their own choosing from any English magazines with the 
teacher’s approval. The sample topics of the selected articles that the students chose to
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read are Cancer, Botox cosmetic: A look at looking good, Ethylene, Packaging, Marine 
habitats, etc. The articles were taken from various sources such as book chapters, 
magazines, newspapers, academic journals and Internet. A sample text on Packaging 
chosen by a group of students is included in the Appendix. The students needed to 
prepare reading the articles they chose before having a discussion with the teacher at the 
appointed date and time. The oral test session took place out of the regular class time.
The teacher might ask students to do the summary of the text, explain the main idea of a 
paragraph or some important words, phrases, and expressions in the article, or ask some 
questions to check the students’ overall understanding about the text. In her evaluation, 
Kam looked for the teamwork in the sense that everybody helped to answer the 
questions, the accuracy of the answers in terms of the concepts or themes of the passage, 
how critical the students were in answering the questions, and the application of the basic 
reading techniques.
Teaching-Learning Practices 
In this sub-section, I will present recurring issues relating to the teaching of 
reading based primarily on 15 natural observations with field notes and interviews 
transcriptions as the data sets, which opportunistically allowed a demonstration of how 
reading English was taught and how the classroom discourse influenced the student 
learning. In observing classroom discourse, I took into account how words used or 
interaction taken place in the class had an impact on the student learning achievement. In 
order to present interactions or talks in the classroom, I mainly followed the transcription 
conventions proposed by Alexander (2000, p. 440), with slight modifications, as follows:
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T Teacher (Kam)
Class All students in the class
SI, S2, S3,. .. Student 1, Student 2, Student 3, ...
Ss Several students simultaneously
Omitted section of discourse




Italicized texts Spoken in Thai
Pedagogical Practices
In my observations, I closely watched the teacher’s instruction, targeted the 
classroom activities and focused on the classroom talk and the structure of talk generated 
by the teacher and students (Bean, 1997). The thinking-speaking or question-answer 
relationship from portions of the interaction revealed patterns of the classroom language 
that helped to examine the teacher-pupil and pupil-pupil discourse occurring during the 
lessons. To be more specific, I wanted to see if the teacher promoted the learning 
opportunity in an interactive way to the students. In addition, I paid attention to other 
factors that might influence the students’ learning such as the power relation inherent 
between the teacher and students in the classroom. Sinclair and Coulthard (cited in 
Alexander, 2000) suggested that in order to better understand the classroom discourse, it 
would be useful to attend to how the meanings were being negotiated and exchanged 
during the lesson by examining the process of the instruction in the classroom talk.
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A typical instructional approach. I asked my participants to give me an overview
of the instruction in this reading class at the university level. I received common and
similar replies from them. For instance, Suri replied:
In Reading Skills Course, original English written texts are used. They are quite 
difficult, but within comprehensible level. We use a reading textbook, which 
covers various reading topics from multiple sources, and it introduces reading 
strategies in every chapter. Students are considered more as the center of the 
teaching-learning process. The instruction is conducted in Thai and English. The 
teacher tries to teach in English. But when she notices that many students do not 
understand it, she elaborates in Thai and changes the language of instruction to 
Thai. In teaching, mostly, the teacher asks the students to read the target text 
beforehand at home. At the beginning of the lesson, she would ask some general 
questions to check if students have read it or not. Sometimes, the teacher provides 
additional handouts that go along with what has been taught in class.
Suri went on saying that a student-centered approach was more practiced than the
previous levels although lecture was a primary practical teaching method. However, he
said that the reading course was sometimes boring. It was fun sometimes, too. The reason
why it was boring was because the teacher usually repeated what was taught before in the
past. The teacher believed that many students still did not have enough basic knowledge;
thus, repetition of the same lessons was necessary.
Sut, another student, expressed her comment on the same issue that Kam usually
asked the students to prepare reading the texts in the book that would be discussed in
advance. In the class, Kam would ask the students to verbally explain what the students
knew or learnt about reading passages. Most of the time, there was no response from the
students. The teacher then called upon students’ name at random to answer the questions.
This technique caused some concern and discomfort for many students because they did
not read texts beforehand. When Kam taught reading, she would go along with the text,
and sometimes asked individual students to read part of it aloud to the class as a practice.
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The teacher gave feedback if students made erroneous pronunciations. This allowed the 
students to learn how to pronounce words correctly. The teacher at first tried to use 
English as a medium of instruction, but the students did not seem to understand it. So she 
mostly taught in Thai, and translated the main ideas of the reading text to the students.
Table 3 below shows the overall features of the Reading Skills Course. To be 
specific, it sums up students’ common literacy learning and practices at college.
Table 3
Students’ Common Literacy Learning and Practices at College
Course/Learning features Descriptions
Course title Reading skills course
Frequency Twice a week
90 minutes per class session
Course focus Vocabulary development
Oral reading/pronunciation
Reading comprehension
Some reading strategies instruction





Didactic style/laissez faire (mixed)









Language of instmction Thai/English
Class size 115
Literacy practices outside school Completed homework 
Reviewed lessons
Read from the Internet sources, newspapers and 
journals to complete course assignments
Listened to English pop music
Saw movies (Thai and English)
Note. T-centered = teacher-centered; S-centered = student-centered.
Data from class observations show that in conducting lessons, Kam was trying to
speak English as much as she could. I could see that often times the students did not react 
to what she said so she had to repeat it in Thai. Most students normally responded in Thai 
although Kam urged them to speak English as much as possible. But they were not 
confident to speak it. Thus, I could hardly see the teacher-student or student-student 
interaction conducted in English in this class. In addition, the wait time for answers was 
quite long and normally ended up with no responses from volunteered students. Here is 
an example.
T : Good morning class. I hope you prepared a piece of news of your interest
to share with your friends in the group as I assigned for you last time. So 
this is our class agenda for today. (T. showed power point presentations of 
today’s class agenda.) What we will study today is ... first we will finish
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the exercise in chapter 1. Then, you will sit in your group of 5-8 and share 
the main idea of the news and important vocabulary you have learned 
from your news article to your friend. Everyone should have read a piece 
of news and be ready to share. After that, I will select randomly 2-3 
persons to come to present your news to the whole class. And the last 
thing for today is we will have a small quiz at the end. Is it clear? Any 
questions?
Class: —
T: Next we will do the news sharing. Now please form a group of five to
eight. Each of you ... everyone tells your friends the news you read and 
also some vocabulary that you think your friends should know. For those 
who listen, i f  you think the words your friends tell you are interesting or 
important, you may ask them to show you how to spell them and note them 
down in your notebooks, ok? Are you ready? Any questions? I f  you don’t 
have ant questions, please find your group and I  will give you about 20 
minutes to share the news. Remember that I will pick a few  o f you to 
present your news to the class afterwards. So be well prepared, too! Ok 
you have 20 minutes. Start now.
It was quite obvious from the filed notes that Kam reflected herself as an 
authoritative person who had the control over the classroom. That is she stood most of the 
time in front of the class whereas the students were at their seats and waited to be 
directed of what to do by her directions. The teacher-pupil interaction structures showed 
the classroom talk was designated by the teacher to determine who took a next turn and 
when, what questions may be answered, and what was right or wrong. In other words, 
most of the time, Kam chose students to answer the questions or gave comments during 
the teacher-led activities if nobody volunteered to answer questions. The students 
followed the turn-taking practice identified as teacher nomination such as when Kam 
called SI to present the news article. This is an example:
T: Ok. Open your book on page 6 .1 will give you about eight minutes to
finish exercise A. Look at the book. Number the events in the story “A 
Long Walk Home” from the first (1) to the last (10). (T. read the directions 
in the book.) Ok, do it in eight minutes.
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T: Ok, time is up. What should be number 1 or the first thing that happened
in the story we read last time?
Ss: Jason drove his father ...
T: Good. Jason drove his father (???) should come first. What’s next? The
second event is what?
Ss: He dropped the car ...
T: Good. And next?
T: Ok, time is up. Now I will ask for volunteers to come up here and share
the news you read to your friends. Any volunteers? When you come here, 
tell the main idea of the news, and some important words after that, ok? 
Anyone wants to come here to start first? ... Come on. Nobody? ... Well,
I have to pick one then. What about you, SI?
SI: My news is about Punk. Punk people dress differently from the others.
People normally think that they have personal problems. But actually, that 
is not always the case. Many o f them are highly individualistic ...
(S1 summarized the news she read in front of the class.) That is about the 
news I read. Some vocabulary I  want to introduce are attire, hairstyle, 
earrings, pierce, ... I finish. Any question?
Class: --
SI: Thank you.




T: All right, I will have SI pick the next person then. Who will you pick, SI?
SI: I will pick S2.
T: S2, come here.
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S2: Good morning my friends and teacher. My news is about Whale o f a tale.
It talks about scientists found a rare whale near Phuket Island in the south 
o f Thailand. They believe the whale is looking for a place to give birth ... 
Some vocabulary words are whale, rare, pregnant, calk, scientists. Thank 
you.
When Kam told the class that she would spot individual students to answer 
questions, I noticed that the students were quite nervous and avoided looking at her. Kam 
said in an interview after class, “It is really challenging for teachers to stimulate students 
who are not highly motivated to speak English in a large class.”
The snippets above show that most of the talk belonged to the teacher, and the 
remaining turns belonged to a few students who were called on by her. Kam spoke much 
more frequently than her students and for a longer time. To illustrate, she basically took 
the floor, gave lectures or regulated the class activities in front of the class most of the 
time. Based on my estimation from 15 observations, the teacher’s talk normally involved 
about 70% of class time, 15% in group work and presentations by students, 5% in 
students asking questions and 10% was spread over in different activities.
Small group activities that promoted student-centeredness occurred a limited 
number of times during my observations. It appeared that students were working mainly 
on an individualistic basis when asked to work in groups. They did not seem to discuss 
much and assist one another. They spoke Thai with their friends all the time. Moreover, 
the students did not seem to understand the purpose and advantages of small-group 
activities. In other words, they did not seem to be familiar with and appreciate this type of 
activity as voiced by some of them. They were not yet well trained and prepared in the 
process of working in groups. To clarify, nobody wanted to lead the group to allow the 
discussion to flow. Some students jettisoned their responsibility and talked with their
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peers. Thus, the responsibility fell on a few students in each group. I noticed that when 
Kam had the students do exercises in the book, most of them were not very enthusiastic 
to do so. It was clear later from the students’ interviews that they preferred a less book- 
oriented classroom style. There were very rare occasions to see the students volunteer to 
ask or answer questions.
A focus on reading strategies. In a conversation with Kam, the issue of the 
students’ reading ability came into discussion. In her view, she said she was challenged 
with the way she taught. To illustrate, she informed me that she had to adjust what she 
planned to teach all the time. Her comments indicated that most students were under­
prepared for English courses and many of them had low levels of reading ability.
Most students cannot even pronounce and spell simple and common sight words. 
Their vocabulary size is very small. When I teach, I want to go beyond teaching 
vocabulary, but it is hard for my students to follow. My students perceive that the 
only factor to make them read well is to know a lot of words. When I have them 
practice reading texts by using other strategies to guess meanings of words or to 
make sense of texts, they don’t seem to appreciate it. It is a hard job.
Data from the students’ interview transcriptions were in agreement with what
Kam spoke of the students’ reading level. The students realized that their reading ability
needed to develop a great deal. For example, Kit stated that he did not think he knew or
had leamt a lot of English after 16 years of studying it. After the clarification of what he
meant by not learning a lot, he elaborated that he did not know vocabulary. He said that
was one of his greatest weaknesses in learning English. I received the same comments
from other participants about their weaknesses in English. The students regarded or
viewed vocabulary as the significant indicator that judged language learning as a success
or failure. These comments echoed their perception of learning a foreign language as a
misconception. Interview transcripts revealed what Kit responded:
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The 16 years of learning English did not make me feel that I had acquired a lot of 
knowledge. I particularly had a limited stock of words and their meanings. I found 
that when I read a passage, I did not know a lot of words containing in it, and I 
was unable to locate the gist of the passage. I did not know my strengths in 
learning English and I would not assess myself as a good student, either, because I 
did not possess a great interest in it. Honestly, I was not content with my English 
ability.
It seemed a very challenging job for Kam to teach students in this situation. It was
interesting to see how she taught a reading text to her students. The filed notes from class
observations illustrated her common teaching practices in a large class with many
students’ poor reading ability, particularly when she focused her teaching on reading
strategies. In the following snippet, Kam was continuing the lesson that she did not finish
last time. Below is how organized the instruction.
T: What we will do next is to continue with Chapter 11. Last time we stopped
on page 123, line 43. Remember? Last time we read Chapter 11. It is 
Public Attitude Toward Science. Now we will continue with the text.
Open page 123 and we will continue with line 44. Can you find it? Ready? 
We don’t have much time left.
Class: --
T: (T. read the text.) The science people learn in school can provide the basic
framework. But the rate of scientific progress is now so rapid that there are 
always new developments that have occurred since one was at school or 
university. // All right, tell me what you understand from this. What did 
you notice from these sentences?
SI: There is a definition o f “basic framework” at the footnote.
T: Very good. What is the meaning then? What is the meaning of “basic
framework” at the footnote?
Ss: General facts and ideas on a topic.
T: Very good. So when you read a text, sometimes the author will provide
important words at the footnote. So you should pay attention to it too. Ok?
Ss: Yes.
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T: Any words you don’t know from what I just read? What is “rate”?
Class: --
T: Anybody knows what “rate” is? Can you guess? // All right, sometimes it
is hard to guess if there is not enough context. Rate means a quantity 
measured with respect to another measured quantity. It is a noun. We can 
use it in other examples like a birth rate or interest rates. “Interest” has 
many meanings, but if you say interest rates, it means a charge fo r  a loan. 
Ok?
Class: Yes.
From the example, vocabulary, oral reading and reading strategies instructions 
seemed to be the main emphases of this reading class. Nevertheless, the most 
omnipresent focus that I saw was teaching about the definitions and pronunciations of 
words. What made the instruction in this class distinct from many typical reading classes 
I experienced and heard of was that Kam did not provide the meanings of unknown 
words to her students immediately when asked. Instead, she would teach her students a 
variety of techniques in order to guess meanings effectively. For example, Kam would 
tell them to read the rest of the sentence to figure out from its meaning or context what a 
word was, to look at the footnote (as demonstrated in the above example) or pictures in 
the text to help them get the words, etc. Word analysis was also used a great deal when 
Kam discussed how to guess word meanings such as identifying the word root, prefix, 
suffix and part of speech. She discussed word meanings within the context of stories read. 
She would repeat the words that her students had difficulty with after they were figured 
out. After that, students would practice pronunciation by repeating after her. She would 
periodically have her students read parts of the texts aloud in order to practice their oral
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reading and pronunciation if time permitted. If the students mispronounced words, she 
would correct them.
In the snippet below, the class was reading a reading text in the book. Kam was 
trying to teach the students how to guess word meanings, etc.
T : From the paragraph we just read, what words don’t you know? Do you
know “developments”? Who knows or who can guess what it means?
Class: —
T: I can guide you. In the sentences in the passage, there is a word which has
a similar meaning to “development”. Can you guess which word?
Class: --
T: Development is a noun which means a significant event, occurrence, or
change. Another word in the passage, which has a similar meaning is 
“progress”. Ok, class. As we mention “development”, I want you to know 
more. The verb form of “development” is “develop”. You can use it to 
describe a country such as Thailand is a “developing” country. England is 
a “developed” country. (T. typed these two examples on a computer and 
showed on the screen.) / / 1 told you a few words already. Now do you 
know what these two sentences in the text talk about? You don’t have to 
translate everything, only something important.
Ss: People use the knowledge o f science to make new developments all the
time.
T: Good. Now repeat after me “development”.
Class: De-vel-op-ment.
Kam also introduced some reading comprehension strategies to her students 
whenever appropriate. From my observations, I found one of her regular teaching 
techniques when she discussed reading strategies to her students. That is she tried to 
practice “teaching through discovery or learning by doing” in the classroom. In her 
teaching practice, if she introduced the concept of how to look for the main idea in a 
paragraph, after her explanation she would divide the students into small groups and have
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each group help each other find the main idea of each paragraph in the text being 
discussed. She would sometimes assign homework to allow the students to search for 
more information outside the class on the topics being taught. Through this process, the 
students had a chance to apply theories into real practices. However, this procedure had 
limitations in that it consumed a lot of class time to carry out this activity and many of the 
students did not seem familiar with this technique. Below is one example of how she 
taught the students to read strategically.
T: (T. read the text.) The relaxation of East-West tensions has meant that the
fear of nuclear war has receded from public consciousness. But the danger 
is still there as long as there are enough weapons to kill the entire 
population of the world many times over. Nuclear weapons are still poised 
to strike all the major cities in the Northern Hemisphere. It would only 
take a computer error to trigger a global war. // Ok class. I don’t think this 
part is too difficult for you. You don’t need to understand every word, ok? 
I will give you 1 minute to read this part again by yourself. And tell me 
the main concept or important idea of this part. Remember you should try 
to guess word meanings or use anything we have learned to make you 
understand.
(1 minute later)
T: Ok. Tell me, anyone tell me what it is about. What is this part about? Not
too hard, right? Don’t worry if you make it wrong. Just tell me what you 
understand, anything at all.
Ss: About war.
Nuclear war.
Nuclear kills many people.
T: You see. When you read, it is important to understand the important part.
In this case, the text mentions the tensions between East and West. From
your knowledge, if you read newspapers or watch news, you may know 
which country East refers to?
S2: North Korea.
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T: Very good. So when you read, remember you can use the world
knowledge. You should guess some meanings from context clues and 
word analysis that we have learnt; you should summarize from time to 
time to check your understanding; and you should skim the text. Don’t pay 
attention to only vocabulary, ok? Try to use the strategies we learnt from  
this class. That may help you understand more. Don’t stick to every detail.
Suri commented that he liked the way Kam taught reading because she usually 
focused on how to read effectively. She introduced and explained how to apply many 
good reading techniques such as finding main ideas, guessing meanings from context, 
etc., and encouraged the students to use them. She gave some useful worksheets as 
exercises when she introduced new reading strategies. “For example, before we start 
reading, she would suggest us to look at the title and illustrators in the text. She would 
encourage us to predict from these prompts what the story was about. Often times, she 
would ask us to connect stories with real-life experiences so that we might understand 
better. At the end of reading, she usually asked what we liked about passages,” Suri 
elaborated why he found Kam’s teaching useful.
A focus on student presentations. In other observations, I noticed that Kam tried 
to invite the students to talk and share their ideas instead of listening to her lectures 
passively. It revealed that she often times implemented hands-on activity as a regular part 
of at least one of her approaches to activate her students to take part in the class activities. 
For example, to complete one of the course assignments, Kam had the students form 
small groups of about eight members. Each group had to conduct extensive research 
outside the regular class time on prefixes and suffixes and had to present their work in 
front of the class on their signed-up dates. This kind of activity allowed the students to 
read more books on certain topics with different purposes. Kam explained to the students 
that in order to be able to guess the definitions of words more effectively, the knowledge
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of word roots, prefixes and suffixes rendered great help. Kam said to me, “I try to assign 
the students to do extra work outside the class to make them expose to more reading 
materials besides the course textbook. I want my students to present their work in front of 
the class; otherwise, they hardly participate.”
There was a reading assignment, which I found intriguing and waited to see when 
the students presented their work. The detail is Kam assigned the students to read two 
short articles of different topics from different sources over one weekend. The students 
could choose any articles they liked to read. They had to summarize the main idea of 
each text, identify at least five vocabulary words that the students thought were important 
to know from each text and write a brief reflection of how they made sense of the texts, 
what strategies they used during reading and what their problems were in reading the 
texts. This was an individual work. The students had to turn in hard copies of their work 
in the following class meeting and five of them would be randomly selected to present 
their work in front of the class. Thus, everyone had to prepare to present one passage and 
they were urged to use any visual aids such as transparencies to make their presentation 
effective and understandable.
On the day of presentation, Kam asked for volunteers to present a passage they 
read as homework. The field notes below represented one segment of the class activity. I 
chose to focus on these long field notes to fully portray the students’ presentations.
T: All right. The next thing is presentation. I told you last time that I would
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T: Anyone wants to do it? Anyone?
Class: —
T: I will give bonus points for those who volunteer.
S1: (raised his hands)
T: Ok, good. SI, come up here. Tell your friend the title o f the story you want
to share. I f  you prepare any handouts or anything to make your 
presentation clear, you may do so. Understand?
S I: Good morning teacher and my friend. Today I  will —
T: Please tell your name. This is a big class so some o f your friends might not
know you.
S1: My name is S1. Today I  want to tell you a brief story o f a famous soccer
player. His name is Stan Collymore. —
T: Try to speak some English if you can.
SI: I read // about his // story from a newspaper. Stan played for a Spanish
team. The news said that he stopped playing soccer now. He talked with 
his family about this before making a decision. He says he is 30 years old 
now so it is time to do other business and stay more with his family. He 
has one son. I finish the story. Any question?
Class: —
T: Tell us about your reflections in reading this story... your reading
strategies and problems.
S1: My problems were I tried to guess meanings, but they did not make sense
in the news. I  translated when I  read, but my translation was confusing. I  
did not understand a lot. The news is longer, but I said what I  understood. 
I had problems with word meanings. These were my problems when I  
read.
T: Ok, what about the strategies you used?
SI: I  used a talking dictionary to look for unknown words. I translated step by
step, word by word to avoid confusion and mistranslation. I tried to guess 
some words from their roots, prefixes and suffixes. I  asked my friends who 
are better than me. Finish.
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T: Class, do you want to know anything more about this soccer player or
anything about this news?
Class: No? // Ok, SI, you will have extra credits. Who else wants to go next? // If 
nobody volunteers, I have to pick randomly. // What about you, S2?
S2: Good morning my friends and teacher. I don’t have transparencies —
T: That is ok.
S2: My story is Wild Nightlife. It is from a newspaper. This news is from
Chiangmai. The deputy prime minister said that the night safari park in 
Chiangmai has been 80% constructed. Some parts o f the zoo can be open 
during Songkran festival. There will be about 300 animals sent from  
Kenya such as lions, African elephants and rhinoceros. Australia will send 
40 animals too. The National Park will give 1,700 animals to the zoo. The 
entry charge is 800 baht fo r  adults and 400 baht for children. I finish the 
story now.
T: You did not say any English words at all. Ok, class, I would like you to
speak some English. Don’t worry to make mistakes. If you don’t try or 
don’t practice, you will not improve your English. Ok? S2, why don’t you 
tell us about your reflections? Your reflections in reading the text.
S2: I  don’t know some words. It took a long time to look them up in a
dictionary. I  spent a lot o f time understanding the news. I  like English, but 
when I  couldn ’t understand what I  read, I  became bored. I  often think that 
my body grows everyday unlike my English, which does not grow like my 
body. To read with comprehension, I  think we need to know a lot o f words. 
That is my reflection. When I  read this news, I looked up many words such 
as represent, continent, deputy, species, construction, conservation, 
department, foreign and adult. Thank you.
The above activity followed a lecture on reading strategies that Kam gave to her 
students over time in the previous lessons. I found it interesting because I never saw 
many instmctors ask their students to report their reading strategies while reading. 
Normally, teachers would ask their students to answer comprehension questions after 
reading a passage. I wanted to see if the students in this class knew how to reflect their 
thoughts and what strategies they used in common.
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When Kam called out the name of the student who had to present the work, the 
others sighed with relief that it was not their turn. And the class became lively when their 
friends presented their work in front of the class. The others seemed to enjoy watching 
their friends’ presentations but did not want to present their own work. They listened 
attentively, but there were hardly any questions or interactions from them. They only 
watched quietly and it seemed that the students who made a presentation did not want 
their friends to ask questions, either. Honestly, it was not beyond my expectation to see 
the outcomes of the students’ presentations for this activity. That is, in presenting their 
work, the students hardly spoke English. They read from their notes what they translated 
in Thai even though Kam told them to speak English. They would do so when they came 
across simple words or phrases such as when they greeted the class, asked the class if 
there were any questions and ended their presentations with the phrase “thank you”. 
Other than that, they mostly spoke Thai. What the students reported appeared that they 
had the same common reading problems; for example, they had trouble with word 
meanings and they found it difficult to understand the texts. They used a dictionary to 
help them when they read and they tried to use the translation as a major strategy in 
making sense of what they read.
For many students, especially those who were not motivated to study English, 
they did not prefer this kind of activity because they wanted to come to class and take to 
the lectures only. Moreover, they did not volunteer to answer questions unless called by 
the teacher. Soti, for example, noted, “I prefer the teacher to provide me with all the 
information and study materials necessary for the students in the course. I don’t like to 
complete an assignment, which requires me to search for more information outside the
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class. I don’t know where to find information. I am not quite used to it.” Kit had a similar 
comment, “I like when there are many students in the classroom. I feel warm. If there are 
not many students, the teacher might call an individual student to answer questions, 
which I don’t like.” It appeared that there were many students like Soti and Kit who 
preferred not to be called by the teacher to answer questions or share opinions. These 
students seemed to get used to the lecture-style instruction since they began to study 
English and had become passive learners who did not view interactions as salient and 
crucial in learning a foreign language.
For motivated students like Suri, he said the teacher sometimes assigned the 
students to work in small group to complete a course mission that would help them read 
better such as they had to present their work on word roots, prefixes, suffixes and affixes 
or connective devices, etc. To fulfill the task, the students needed to cooperate with each 
other in the group and might have to search for more information in the library. After 
that, they had to present their work to the class by using power points. “It is fun. It helps 
us learn how to make a good presentation as well. I like to interact with the teacher when 
she asks something. Most of my friends would be tight-lipped, contributing nothing.
They come to class to listen to the lecture,” Suri commented. He preferred this type of 
instruction, which the teacher stimulated students to take a role in the classroom. 
According to him, students had a chance to participate more through this activity even 
though most students were not used to it and did not display much enthusiasm in the class 
participation.
All the examples of the class activities above represented the characteristics that 
were apparent to reading instruction of this class. The overall typical method regularly
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used in this large class was “read the text, decode words, translate the text, do exercises 
and present work”. In other words, they proved to be fairly representative of classroom 
activity in most of the observations.
It could be summed up at this point that Kam predominantly used the translation 
method in reading comprehension instruction. Because of the low English level of the 
students, she did not implement a lot of innovative methods that emphasized heavily on 
strategic reading to maximize the students’ reading ability. She spent a lot of time 
building up the students’ vocabulary knowledge as most of her students did not know a 
lot of words when they read texts in class. She focused on the correct answers of 
comprehension questions and supplied the meanings of difficult words while going over 
the reading passage with the students. Some effective reading strategies were introduced 
and mentioned to some degree. Most students conceptualized that to read well meant to 
know a lot of words. Students in her class were mostly passive readers as a result of the 
previous instruction. They did not know how to interact with the texts effectively and 
they found the reading materials in the class difficult for them. They did not have the 
knowledge in using different and appropriate strategies in dealing with the difficulties 
they faced while processing the text as could be evidenced from the way they prepared 
their reading described in the accompanying section. Thus, they no doubt demonstrated 
limited understanding and performance in reading comprehension.
Students Preparing Their School Work
In collecting data for this study, I informed my participants that I volunteered to 
help them with their assignments if they needed help. I tried to work with individual 
students at least one time when they prepared their lessons or did the school-related work
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because working closely with the participants on an individual basis could provide me 
with a rich picture of the practical aspects and the students’ reactions in completing 
reading tasks. On one occasion, Veera asked me to help him with a group work 
assignment dealing with an article reading. When Veera asked me to work with him, I 
was pleased because I wanted to see how he prepared his reading. This assignment 
required the students to form a small group, select a reading text and prepare it by their 
own before taking the oral exam outside the regular class time with Kam who would ask 
them some comprehension questions. Veera and another six students in his group chose 
to read an academic text on Packaging. It was written by Brody (2004) and taken from an 
academic journal in food technology. It contained about 1,500 words (see Appendix for 
the text). In preparing for the oral exam, the group agreed that everyone read the article 
by himself or herself and would meet at a later time to make sure that everyone 
understood the article. This is because in the exam, the teacher would ask some questions 
about the article and would randomly select any group member to answer the questions. 
So it was important that everyone was well prepared. This is one example that I worked 
with individual students to complete a course assignment.
When Veera and I met in the university library for this purpose at the appointed 
time, I asked him why his group chose this article. Veera responded that the article was 
something he and his friends in the group were interested in because it was the article that 
they had to read in a course in their major subjects. Veera gave me a copy of the article, 
and we started to read it silently. I did not offer to explain anything to him unless I was 
asked to. Veera also brought with him a bilingual dictionary. I noticed that Veera 
consulted a dictionary quite often. He sometimes asked me to give definitions of some
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words such as wizards, demise, laminations, erode, ductile, malleable, diameters, etc. I 
told him that I did not know every word and suggested to him that he did not have to 
know every unknown word in reading the text. He might look up the important ones if he 
thought they were important. Instead, it was more important for him to try to get the main 
ideas of each paragraph, and he should take some notes. However, I noticed that he still 
looked up many words.
I spent about one hour with him and most of the time he asked me about word 
meanings. I saw him underline some parts in the article and write down the definitions of 
the words he looked up in a dictionary in the margin beside those words. I asked him why 
he underlined those parts. He answered that they were either important or unclear to him. 
He said it was a difficult text and he could not understand it well yet. I asked him what he 
was expected to do in the group meeting and what he would do next to understand the 
text. He said he would read the text again later and would discuss those unclear parts with 
his friends in the group meeting. I then asked him to summarize the main ideas of the text 
to me, but it seemed he needed to read it again. I did not know what kind of questions 
Kam would ask them in the oral exam so I did not know how to prepare him for the 
exam. I; however, explain the overall contents of the text to him, but I told him that he 
needed to read it again because there were still a lot of important ideas that I did not 
mention. Before we left, I offered to him if he needed me to make up some practice 
questions about the text, I would be willing to do so. But he never did.
After the students took the oral exam on this reading assignment, I had a chance 
to talk with some students about the exam. They said they met with Kam in her office at 
an appointed time. The exam took around 20 minutes. Kam asked about 10 questions per
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group. She randomly asked anyone. But if that person could not answer, she was flexible 
to allow the others to help. Veera said his group did it quite all right. He remembered 
some questions that Kam asked his group about the article on Packaging such as: Why 
did you choose this article? Describe the fabrication of aluminum cans. What is the 
process of “single-draw”? What is the main idea of “draw-and-iron”? What have you 
learned from this passage?
Even though they appeared to straggle with reading the article, I saw the benefits 
of this kind of assignment in having the students exposed to additional texts of their 
interest. The students were given an opportunity to read what they liked. They would at 
least learn to read by themselves and realize more of their reading ability.
Students’ Reflections on the Reading Class
It was interesting to point out from interview transcriptions that most students 
were becoming more satisfied with teaching and the type of homework assignments than 
previous levels. They seemed to have a better attitude toward learning English. They said 
that they were gradually guided how to study and read strategically from Kam. They 
were given more opportunities to practice the real use of English because some 
assignments required them to read more from other available sources such as from the 
Internet, library, newspapers, etc. They learned to work in groups with their friends 
outside the class for group projects. They enjoyed watching their friends giving 
presentations in the class instead of listening to teacher’s lecture alone. Learning English 
at this level seemed more fun, more challenging, and more practical even though their 
English proficiency did not improve much yet.
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In interview transcriptions for Kit, his English appeared to be improving. He 
admitted that he developed more progress in the reading skills when he took this course. 
He commented, “The benefits I received from the group assignment were commensurate 
with the effort invested. To complete the task, we learnt how to work in team. We 
divided responsibilities, and that required us to do some research outside the class time. I 
think I learned more. I read more skillfully with a better understanding.”
Sut expressed her view on the same matter, “The teacher allowed us to choose the 
texts of our own interest to read and present what we had learned from them to the class. 
From these assignments, I chose the texts in my field. My major was accounting so I 
chose the texts related to accounting or economics. I think I liked this kind of assignment. 
It was useful, and I felt like I was more motivated to read.”
Soti noted that she liked to listen to English music and sometimes saw English 
movies. But she did not know what the songs meant. She recognized more words when 
she studied this course with Kam because Kam usually had the students practice how to 
pronounce words properly.
The students’ voices can reflect or disclose their feelings and attitudes towards 
learning English in many respects. It was interesting and important to get some insight 
from the students of how their perceptions or beliefs of their skills in learning English 
were like. These students basically agreed that meaningful and authentic communicative 
tasks were necessary to be promoted and implemented more in the classrooms so that the 
students would have more practice in using the language. Their voices should be 
beneficial for many teachers to re-consider the way they teach and to promote more 
hands-on learning activities so that students would feel more motivated to learn English.
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Part 2: Student Characteristics 
The six participating students are Suri, Kit, Veera, Soti, Wan, and Sut whose 
hometowns are in Southern Thailand. The first three students are male and the last three 
are female. They were admitted to a bachelor degree program by taking the national 
university entrance examination. Their average English score when they sat for the 
national entrance examination is 38.66 out of 100 (range 33-47), which is considered low. 
Statistically speaking, the average exam scores of those admitted into this university are 
not high because the university is not the first choice for the majority of high performing 
students who usually choose to study at the top universities in Bangkok.
Table 4
Students’ Academic Background Information
Students’ names
Features Suri Kit Veera Soti Wan Sut








GPA earned 2.77 2.48 3.45 1.74 2.34 3.12
Type of previous 
schools
Public Public Public Public Public Public
Length of studying 
Eng. (years)
9 16 9 7 9 14
No. of previous 
Eng. courses taken 
at university
1 1 1 None 1 2
Course grade(s) B+ D+ B N/A C B/B+
Note. Eng. = English; N/A = not applicable; No. = number; Techno. = technology.
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Additional demographic and general particulars of individual students are 
described below. It should be taken into account that all interview excerpts in this paper 
are translated versions from Thai into English as interviews were conducted in Thai. 
Student 1: Suri
Suri was 19 years of age. He had three sisters and he was the youngest in his 
family. He was from a family with a middle socio-economic status background. He was a 
first-year English-major student, with the GPA of 2.77. He received a grade of B+ in 
Reading Academic English, a course taken in the previous semester. He graduated from a 
local government school in the south of Thailand and started learning English when he 
was in grade 4. He had studied English for a total of nine years.
When Suri took the national university entrance examination at the end of grade 
12, he received scores of 47 out of 100 in English. He did not get into the first-choice 
university that he hoped to attend, so he planned to apply for another private university in 
Bangkok. But once he visited the current university and experienced a good atmosphere 
and the friendliness of teachers, he decided to study at this university. He said he should 
have scored up to 60-70 points in the English exam, and that would likely make him get 
admitted into the university in his mind in Bangkok. His reflection prompted me to think 
that he thought he might be in some ways a product of the English instruction from 
previous schooling that hindered him from exhibiting the optimal level of reading and 
writing abilities or it might be his own intellectual ability that was a hindrance that 
stopped him from attaining his goal.
From the conversation I exchanged with him, Suri seemed to be an enthusiastic 
student who possessed a lively personality. He appeared to be a student who had
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exhibited a positive attitude toward learning English since he was young. He expressed
his attitude and motivation towards learning English:
I was impressed with my previous instructor when I first studied English. I 
wanted to thoroughly understand the English language so that I could use it 
correctly like a native speaker. I discovered that I was skilled in learning foreign 
languages, and that was why I was motivated. If possible, I liked to have a chance 
to study in an English-speaking country.
From time to time, Suri spoke English with me. His spoken English skills were
quite impressive. He spoke English with a clear pronunciation although he did not speak
it very fluently. When I asked him what he thought of English language learning, he
replied that English was very necessary and useful for his future career and further
education. That is one reason why Suri chose to major in English:
English is extremely beneficial because it is an international language that enables 
us to communicate with other people around the world more easily. In addition, it 
greatly helps to enhance us to get a better job or further our studies. If we are not 
proficient in English and do not score very high in TOEFL, it might hinder us 
from furthering our education.
Suri seemed to be the most motivated and best student among the participants in 
this study. He demonstrated enthusiasm and a strong determination to speak English well. 
He attempted to improve his English in many different ways such as he read English 
newspapers, novels, etc., and he tried to find opportunities to speak English with native 
speakers as much as he could. His processes of acquiring English was unique when 
compared with the other five students, and could be regarded as an exemplary model of 
English learning that other students in the southern or other regions in Thailand should 
follow. I will discuss Suri’s case in greater detail throughout the findings section.
Student 2: Kit
Kit was a 20-year-old male student from a middle-class family in the south of
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Thailand. Being the eldest son in his family, Kit had one younger sister. He was a 
freshman in the Technology of Aquatic Animal Production program. At the beginning of 
the study, his GPA was 2.48. He received a grade of D+ in English Written Expressions 
in the previous semester. He had learned English since he was a kindergartner, and he 
had attended local government schools in his hometown, situated in the south. He had 
studied English for about 16 years since he was at the age of around four, the longest time 
amongst the six participants.
Kit seemed to be a quiet student when I interviewed him for the first time. I tried 
to make him comfortable and assure him of confidentiality in order to construct a trusting 
atmosphere because I believed that without the student’s trust or an environment where 
free exchanges could take place, the interview might provide bogus or misleading 
information. I kept in mind that the effective interview technique would provide insight 
into the student’s feelings about English learning and reading instruction, strategies used 
in reading and an overall literacy practices. Thus, I could learn these respects from the 
participant through talking with him in a friendly climate. Kit appeared more relaxed as 
time went by after we exchanged some conversation about non-academic topics. When 
he began to realize that the interview would do him no harm, and was carried out in a 
relaxed atmosphere, he increasingly enjoyed talking with me.
Kit, who was not impressed with the English instruction he had received in 
school, perceived himself to be a weak English learner. He said that he did not know a lot 
of words. Although he had studied English for a long time, he said, “I don’t think, I know 
a lot. I cannot speak well; I cannot write well; and I cannot read well, either. I don’t know
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my strengths in learning English. I know English is very important when I want to get a 
job, but I am not interested in it.”
Table 5
Students’ Views Toward English as English Language Learners
































Veera A weak learner Not motivated
Not happy with 
his performance
Have a negative 
attitude
Useful as a 
global language

















Quite happy with 
past instruction
Have a quite 
positive attitude
A widely used 
language
Sut A fair learner Not motivated
Not happy with 
past instruction
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Student 3: Veera
Veera was a 19-year-old student in Food Technology. He was in his first year and 
had earned a GPA of 3.45. He received a grade of B in the previous English course, 
Conversational English. He also attended local government schools in his earlier grade 
levels. He had studied English for nine years.
From his learning experiences, Veera was not satisfied with his overall 
performances. He believed that students’ interest and motivation were the most important 
factors to learn English successfully. However, Thai students did not have a chance to use 
English in everyday life, especially in his hometown and the instruction was not practical 
but put too much on language rules. Thus, they did not have a motivation to study it.
Veera stated that he did not like English even though he knew it was useful. He 
felt he was forced to study it. “English is useful. If we know English, we can 
communicate more with foreigners. It helps in finding a job. I think my English is fair but 
I did not score well in the exam despite my hard attempt,” he said.
Student 4: Soti
Soti was 19 years of age. She was a first-year student in Technology of Aquatic 
Animal Production. Her GPA was 1.74. She had not taken any English courses at the 
university before, and Reading Skills was the first course she was taking. She first studied 
English when she was in grade 6. Before studying at the university, she had attended 
local government schools. The overall time of her studying English was seven years.
Soti was a quiet student. She viewed herself as a very weak English learner. She 
said that she never had a successful experience in learning English. “I am not attentive 
and enthusiastic to study English. I never took special tuitions like most of my friends out
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of class time,” she stated. Soti commented that her past learning experiences were not 
impressive and she was not happy with them. Her teachers did not pay much attention to 
the students. They did not care if the students learnt a lot or not. Soti agreed that English 
is important for a global communication with other people, but she did not like to study it 
because she did not understand when she studied, especially when she read English texts. 
“I really want to be able to speak English. I want to understand it when I study, but I 
don’t know how I can achieve it. I find it very difficult,” she noted.
Student 5: Wan
Wan was a first-year student, with a major in International Business Management. 
She was 20 years old. She obtained a GPA of 2.34, and had received a grade of C in a 
previous English course, Professional Communication in English. She graduated from a 
government public high school before studying at the university. She had studied English 
for a total of nine years.
Wan perceived herself to be a fair English learner. She seemed to be quite 
satisfied with the overall instructions she had received in the past. She reasoned that the 
instmctions appeared to be improving in a better way. The class atmosphere was not very 
stressful and so intense. Students felt more relaxed and comfortable when compared with 
the instruction in her earlier years. She further commented on the same issue, “Thai 
teachers realize the importance of English so they try to improve their teaching style so 
that their teaching will be more effective.” When asked if she liked English, she 
responded, “I do like to study English because English is widely used as an international 
language. And if our English is good, it is our advantage to read academic texts in our 
field with a better understanding.” However, she said that she did not believe that she was
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successful in learning English because she could not yet understand and translate much 
when she read English texts. She was shy to speak English in front of the class. Her 
spoken English was not very good.
Student 6: Sut
Sut was in her first year in the School of Management, with a major in 
accounting. She was aged 19 years. So far, she had earned a GPA of 3.12. She had 
already taken two required English courses in the previous semesters, and received a 
grade of B in Conversational English, and a B+ in Professional Communication in 
English. She also had attended local government schools before pursuing her 
undergraduate level at the university. She had studied English for 14 years. Sut perceived 
herself as a fair and quite successful English learner because she basically received good 
grades in English.
Sut found English very useful to help her gain more knowledge when she had to 
read academic texts in her field. “I find that students in my major are assigned to read a 
lot of English texts in accounting. So if we are good at reading, it will be very helpful. I 
can understand reading texts in my field quite ok after I am used to some technical terms 
in accounting. And accounting texts mostly deal with numbers,” she commented. 
However, she said that she did not like to study English. “I am not very motivated to 
learn English. I do not know a lot of vocabulary so I can’t read well. I can’t speak it well. 
I don’t understand when I listen to English conversations,” she said.
Summary o f Student Characterizations
It could be summarized from the interviews that most students, except Suri and 
Wan, were not very motivated to learn English. It is true that they viewed English as
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important and beneficial in their education, future career and profession. Most students, 
except Suri, viewed themselves as weak and not very successful in learning English. 
Their common weaknesses were a lack of vocabulary knowledge and their inability to 
perform the four skills effectively. They were unable to answer interview questions with 
me in English. They claimed that they did not have an opportunity to practice or use 
English in their hometown community. Unlike Suri, the rest of the participants did not 
seem to try harder to seek opportunities outside schools to practice their English. In other 
words, most of them hardly did anything necessary to improve their English when they 
were at home or outside schools. Although it appeared that if they needed a financial 
support from their family to improve their English, their families seemed to be willing to 
help them.
Part 3: Histories of the Students’ Literacy Learning Experiences 
and Their Literacy Practices
The findings under this theme predominantly focus on the histories of the 
students’ developmental learning processes at their previous schools and their literacy 
practices outside schools. The major theme presents the common language acquisition 
phenomenon developed over time across cases. The primary data used in this analysis 
were drawn from interview transcripts of the students and Boon, a student’s high school 
teacher, students’ textbooks and the English curriculum.
Significant and insightful information regarding various factors such as family 
support, learning opportunities, teaching practices, the social context, support from the 
government, etc., will help to illustrate the processes of these students’ situated English
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language acquisition and literacy learning experience at every school level since they 
began to learn English.
Literacy at the Primary School Level 
Portraying Local School and Classroom Scenes
After the self-introduction in the first interview, I started with a general discussion 
to make my participants feel comfortable so that they would elicit as much 
perceptiveness as possible about their learning experiences. The students related their 
memories about their early years of studying English that they started to take English 
lessons in a primary school. At that time, they said they were around six years of age. As 
primary school students, they remembered that they usually got up at 6-7 am., and got 
ready to go to school located near their house in the south of Thailand. Normally schools 
started at 8 am. and ended at 3 pm. They primarily left homes between 7 to 7.30 and 
either walked or took a two-row bus (a pick-up truck with two rows of seats modified to 
serve as a common means of public transportation in Thailand) to schools. In the morning 
before schools started, the main streets would be full of students commuting from homes 
to schools. Some parents accompanied their children to schools and some children went 
to schools by themselves.
Families who lived around the urban areas had more choices of schools they 
could choose to send their children to attend. To send their children to school at this level, 
most of the parents usually considered the distance between their homes and schools as 
their main factor. This was because schools did not provide transportation for students. 
Hence, they usually chose the school that was located not too far away from their house
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so that their children could travel to school easily on their own. In the students’
hometown, there were quite a few primary schools, both public and private, with different
sizes. All my participants came from families with a low to middle socio-economic
status; thus, they all attended public schools. Some of their parents owned a small grocery
store, worked as a government staff, or worked in a local company. It was not expensive,
but not completely free to attend public schools in Thailand; the tuition and fees were
minimal. Students had to buy their own books.
Data from the interviews revealed that the average number of students in primary
schools located in the urban area ranged from 800-1,200. There were about 150-300
students in district schools located in the suburban or farther-away areas. Boon described
the size of schools:
I think I have to divide the size of primary schools into 2 types: the 
schools situated in the urban (big communities) and rural areas. Most of the 
schools situated in the urban areas consist of about 800-1,200 students. There are 
about 200-300 students studying in district schools, and no more than 150 
students studying in schools located far from districts or big communities.
The students in this study lived in and around the urban areas so they attended
schools near their homes. They related that they usually played with their friends in the
classroom or in the school playground before the school started. It was customary for
Thai students at every level, except at colleges, to attend the school assembly every
morning before class. So when they heard the bell ring, which was a signal to inform that
the official study hours would begin, they would stop playing and stand in an orderly row
with their regular classmates in the schoolyard or playground. All students would sing the
Thai national anthem to show appreciation and respect to the country while the student
representatives would raise the national flag up to the top of the flagpole. After singing,
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they would chant to show worship in Buddhism. Then, the school principal or a 
responsible teacher would make announcements or pass on some important information 
before the students were released to attend their respective classes.
A typical classroom as told by the students could accommodate up to about 45 
students. Students had their own fixed seats in their regular classroom. They usually used 
the same classroom to study nearly every subject. There were approximately 30-40 
students in a class. The seats were arranged in rows. Each class consisted of about six 
rows. A teacher’s chair and table were in front of the class. There was either a big white 
or black board in the front. The students reported that when they were primary school 
students, they did not have a computer to use in school. “Typical classrooms were simple 
and plain with almost nothing except chairs and tables. There were no special decorations 
except some posters with the Thai and English alphabets, numbers, and some high- 
frequency English words. There were no references or other books for students to look 
for information or read,” Veera said.
Teaching and Learning o f English at Primary Schools
I found that the students had many things in common about their literacy 
experience at the primary school level. Nobody distinctly stood out yet in terms of the 
way they approached the learning. This may be because it was their beginning years of 
formal schooling. At that time, they were very young and most young children generally 
encountered similar experience. Thus, the discussion will focus on various emerging 
themes relating their study phenomenon across cases.
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Table 6
Common Learning Phenomena o f the Students at the Primary School Level
Learning features Common phenomena
Time spent at school From 8 am to 3 pm
No. of subjects taken About 5-6 subjects
Impressions toward English English was difficult and tedious.
To master in English meant to know a lot 
of rules and vocabulary. English required a 
lot of hard work and memorization.
Time spent on school-related work at home 1-2 hours/day




Watched TV/Listened to music
Literacy at home Read cartoon books
Listened to pop music (Thai and English)
Watched TV (local channels)
Completed homework
Asked siblings/parents for help with 
homework or school-related questions
Reviewed lessons during exams periods
Exposure to English after school —
Note. No. = number.
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Table 6 shows that, on average, the students studied three subjects in the morning 
and three in the afternoon with an hour’s lunch break in between. They did not have to 
shift classes, meaning that they studied every subject in their regular classroom, except 
for some occasions when they had to move to other study sites for specific purposes. The 
core courses that they had to study included, for example, Thai, English, and 
mathematics. The national educational goals from this level until the lower secondary 
level (the compulsory basic education), were to prepare the students to meet the 
developmental needs in technology and advanced agricultural methods to form a broader 
basis for future training and employment. Normally their classroom teacher was the one 
who taught every subject, including English. Most teachers hold a B. A. degree in 
education.
When I interviewed the students, I zeroed in on issues related to English teaching
and learning. Unfortunately, I found that most students did not have a pleasant attitude
toward the English subject at that time. They merely reasoned that English was not their
native language. Most of them found it difficult to learn. Kit commented that he felt
nervous to study it. “I did not like it. It was not my language, and I felt nervous in class,”
he said. The students’ responses prompted me to find out what established these students
a negative attitude toward English. I continued to ask them more about their memories of
their English classes. Wan described her schooling experience in this way:
There were about 30 students in my class as I could remember. Students had their 
fixed seat. The seats were arranged into about four to five rows. The teachers 
taught us to read and write the English alphabets like A, B, C to Z. The teachers 
sometimes used charts, and pictures to facilitate the instruction. We had to read 
after the teachers, and after that the teachers assigned us to copy the English 
letters on board down in our notebooks
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Soti who started learning English at grade 5 responded to the same issue, “We
studied English four times weekly and each class lasted about one hour. As I could recall,
we mostly learnt English alphabet, and then we learnt some sight vocabulary words. We
had to remember how to pronounce and spell them properly. As the lessons developed,
the teachers had us construct sentences from given words. For example, the teachers
would provide the words: book, is, a, it, ?, and we had to put them into a grammatical
sentence.” Suri responded about his past years of schooling descriptively:
I started studying English when I was in grade 5 in a local public primary school 
in my hometown situated in the south. In Thailand, at this level, everyone must 
study English as a mandatory subject. In some private schools, students may study 
English earlier when they were in grade 1. In my classroom, there were about 30- 
40 students. We studied English two times weekly, and each class meeting lasted 
50 minutes, which was a general practice for most schools. My teacher was Thai, 
of course. The instruction I received at this stage was that the teacher basically 
introduced high-frequency words to the students in every class meeting. Everyone 
had to memorize the spellings and the meanings of the words. On rare occasions, 
the teacher used the prompts like the pictures as illustrations to teach vocabulary. 
As time progressed, we were asked to form and write simple sentences by using 
the given words as part of the sentence. For example, the teacher would supply 
the words like: there is/there are, a little, a few, some, any, many, much, etc., and 
we had to use them to write complete sentences grammatically.
Teachers looked for the syntactic correctness of the sentences generated by the
students. A fundamental purpose of learning a foreign language in this way placed an
emphasis upon the accuracy of the target language. From further discussions with the
students, I also found that the main feature of the instruction being manipulated by the
teachers was undertaken in one dimension. That is, the teachers did not implement or
promote phonics instruction as a decoding skill. To illustrate, the lessons were not
conducted in the way that the teacher taught the sound-symbol relationship to the
students. Rather than that, the students had to find ways for themselves to retain the
proper pronunciation of the words with their own techniques, not being guided by the
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teacher. The teachers read the book and introduced the words from the book, the students
repeated them, and wrote them down in notebooks. The students were hardly encouraged
to ask questions, and the teachers did not urge them to learn to pose questions or bring
something to the class to discuss. Through this procedure, it was the students’ capacities
to construct their own understanding and development by memorization or rote learning.
Sut iterated the weak point of this teaching-learning process, “The teacher focused on
word recognition and meanings, and some grammar instruction. The students had
minimal practice in the language use. Because my instructor was Thai, some
pronunciation was deviated, and not properly pronounced, which I found out later.”
That is why Suri expressed his concern that he struggled to read English sentences
properly and skillfully when he had to read aloud at a later time.
I struggled when I was asked to read some sentences even though I knew the 
meanings. I could not read smoothly and fluently because I was not trained to. I 
learned vocabulary by using structural analysis. When I learned vocabulary, I 
listened to how it was pronounced by the teacher, sounded it out, tried to 
remember the pronunciation, learned the definition and part of speech, and 
memorized the spelling of each word.
Furthermore, in most classes that the students studied English, the teachers acted 
as an authoritative person who manipulated power in directing and regulating the class 
activities. Students followed and waited for their teacher’s directives. When asked to take 
part in the class activities or answer the questions, most students were quite reluctant and 
tried to avoid it for fear that they would make a mistake. Suri expressed his view on this 
issue his teacher was very strict and threatening. He and his friends were afraid of the 
teacher.
I felt I was under pressure when I first started learning English in grade 5 .1 felt I 
had to be able to write the English alphabets, and spell the vocabulary correctly;
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otherwise, I would be punished. From this pressure, I felt I had to try my best to 
achieve what the teacher expected me to do.
From what Suri said, it appeared that instruction mode prompted him to prepare 
the lessons in advance before attending the class. That was one advantage of having a 
threatening teacher, according to Suri’s opinion. He elaborated, “My teacher would get 
angry if my friends and I could not spell the words correctly when asked to. This 
stimulated me to read the book in advance and I had to memorize what we had leamt in 
class. It was unusual that I personally liked this style of teaching in a way because it was 
like I was forced to keep up with the lessons all the time.”
The issue of course materials was another major topic of the discussion. My 
participants recalled that the teachers used only one book per semester throughout the 
course without providing additional supplementary handouts. “We only used the only 
textbook without any supplementary materials to go along with it. As a consequence, 
much of the English curriculum during grades 5-6 was just memorization of spelling and 
decoding sight vocabulary words, and grammatical rules,” Veera added his comments.
The students described that the book was in black and white colors, containing 
English alphabet, basic vocabulary with the pictures, fundamental English grammar, and 
simple and short conversations. “If I was not wrong, we used the book entitled English is 
Fun, but the way the instruction was conducted was not that fun like the book title,” Suri 
commented.
Instruction Summary
According to the students’ interview transcriptions analysis, a common model of 
instmction these students received was conducted primarily with the method through the 
instructor-led lecture. To clarify, at the very onset of their early English learning
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experiences, the students fundamentally leamt English by reading aloud the English 
alphabet after the teacher. As the lessons developed, high-frequency vocabulary was 
introduced. In doing so, the teacher read the target words, and the whole class repeated 
the pronunciation modeled by the teacher. In other words, the teacher asked the students 
to listen to the words being pronounced by him/her, and then the students repeated them. 
Later on, the teachers asked the students to compose simple statements by using the 
target words as part of the sentence construction. There was some practice on reading 
short passages.
To sum up, the areas being emphasized by the classroom teachers at the primary 
level were whole word reading, spelling, word writing, and sentence construction. There 
was little attention given to phonics instmction or reading strategies. In addition, the 
students were not motivated to speak English. The individual or one-by-one practice was 
not apparent.
Literacy Practices Outside School
After school, some of the students had to help their parents with the household 
chores. Most of them said that they would play with their friends after they finished their 
homework or helped their parents with the housework. After dinner, they usually either 
watched television or continued with their homework until the bedtime. There were some 
occasions when they could not figure out how to do their assignments. They usually 
would ask their brothers or sisters to help them. If their family members could not help 
them, they would wait to ask their friends at school. “My parents could not help me with 
English homework. If I had questions, I would ask my friends,” Sut stated.
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When asked about the opportunity to use English outside school, most of them 
responded that it should not be expected that they would speak English or practice using 
it at home or outside school besides doing homework. “I hardly heard anybody speak 
English as far as I was concerned. People would look at you if they heard you speak 
English,” Wan commented.
For most of the participants, the interviews showed that the only thing that they 
did related to English after school was to do English homework assignments. Besides 
that, they did not read extra materials and did not do anything to improve their English.
Suri was exceptional in that he continued to improve his learning despite negative 
feedback from the teacher when he made mistakes. He admitted that at first he did not 
know how to improve his English even though he wanted to. He did not see a good 
example or model that he could follow. What he mainly did at that time was to study 
attentively and finished all homework assignments by himself. He often reviewed the 
lessons at home and did his homework assignments as regular literacy practices he 
demonstrated outside school. However, all responded that they had no first-hand 
exposure to speak English with native speakers. Suri was not confident enough to try out 
his English with native speakers when he was at the primary school level. His motivation 
to improve his English grew stronger and prompted him to try different ways at later 
grade levels until he succeeded in learning English. The details of his literacy practices at 
subsequent levels will be discussed in the following part.
Literacy at the Secondary School Level 
This section primarily discusses themes relating the teaching-learning processes
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of English at the lower (grades 7-9) and upper (grades 10-12) secondary levels. I 
deliberately integrated significant issues of these two levels into this one section because 
secondary schools in Thailand basically teach from grades 7 to 12. There are only a few 
schools that offer to teach only at upper secondary level. Most students usually do not 
change schools when they graduate from grade 9 and they continue with grades 10 to 12 
at the same schools. I found that the students in this study did not move to new schools 
after they finished grade 9. In other words, these individual students attended the same 
schools near their houses from grades 7-12. Thus, to avoid redundancies of information 
describing the school context in general, it would be more effective to discuss the 
important issues of the students’ language learning and practices at two different levels in 
the same section. However, issues regarding teaching and learning processes at schools 
and the students’ literacy practices at two different levels will be described separately. 
The Secondary School English Curriculum
In Thailand, the mandatory English course that all Thai students have to take 
nationally at the lower secondary level is called the English Core Course. When students 
reach the upper secondary level, they are obliged to decide which tracks they would like 
to major in. There are two main tracks that they can choose from: the science and arts 
programs. The arts program is more appropriate for those who would like to specialize or 
have more talent in foreign language studies. In this program, they have to study an 
additional English course, besides the Core Course, which is called English Elective 
Course. In addition, students in this program have to study another foreign language; for 
example, French or German, while the science program is designed for those who aim to 
study in the medical, engineering, or science-related fields in higher education.
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School sizes. According to the interviews from the students and Boon, secondary
schools in this province are divided into two types: schools located in urban areas or in
big communities; and schools in distant or rural areas. Their sizes are different. Most of
urban schools are composed of 1,800 to 3,000 students (about 500 to 600 students are in
the lower secondary level). About six of the urban schools are considered the best in this
province. Boon gave more details about the school sizes:
The district schools mostly consist of about 1,500-1,800 students. There are 
about 400-500 students studying in the lower secondary level and the rest are in 
the upper secondary level. The sub-district or village schools comprise about 500- 
1,200 students. There are about 300-400 students studying in the lower secondary 
level and the rest are in the upper secondary level.
All students in this study attended different public coeducational schools in the 
urban areas. Most of them took a two-row bus to commute from homes to schools. The 
school time basically started from 8 am until around 3 or 4 pm. There were 
approximately 30-40 students in a class.
Teaching and Learning o f English at Lower Secondary Schools
All students had to take the English Core Course, which took up five times a 
week, and each class session lasted from 50 to 60 minutes. The English Department is 
usually one of the biggest departments in schools, consisting of most teachers with a 
B. A. degree in English, Teaching English, or related disciplines. Most of them are Thai. 
In some schools, there might be one or two teachers who are native speakers of English. 
However, the students in this study said that they never studied with foreign teachers. 
Unlike the primary level, teachers at the secondary level will teach courses that they are 
specialized in. Thus, students will study with different teachers after each class session.
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The content of the English course was largely the same from grades seven to nine. 
The students noted that the course focused more on fundamental English grammar than 
reading skills. The purpose was to equip them with necessary linguistic rules so that they 
had solid knowledge of the English grammar, and could use the linguistic knowledge to 
construct simple English conversations in real-life situations. The course required one 
textbook per semester and teachers mainly followed a textbook when they taught. There 
were some occasions when the teachers prepared some worksheets for the students.
The students claimed that the way the English instruction was conducted could 
generally be viewed as traditional in approach. To illustrate, the teachers seemed to lack 
creativity in applying the more sophisticated resources of informational technology that 
could be integrated with the classroom tasks or used as hands-on activities. They did not 
appear to be on the lookout for newer materials that would make their classes full of 
dynamic, challenging, interesting and motivating class projects. Sut made a comment on 
this issue:
Most of the lecturers were presented in the traditional manner. We studied 
English everyday, five times a week, and each class session lasted 60 minutes. 
Teachers did not seem to be familiar with the more state-of-the-art methods. 
Students followed the repetitive routine of the drill-type exercises. Most of the 
time, teachers gave lectures mainly about grammar, and some reading passages. 
The students were given handouts prepared by the teachers, and had to complete 
these worksheets individually, which I found quite difficult for me. Sometimes I 
copied answers from my friends. After that, the teachers would give the correct 
answers to the whole class in a lecture mode conducted in Thai.
For most students, they expressed sincere remarks that they did not like this kind
of instruction because, to them, it seemed that students had to learn the language by rote
learning. They gave a reason that they had been trained to learn English through
memorization since they were at pre-primary and primary levels. This method did not
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work with them as they iterated that they did not think that they had learnt a lot. They did
not like English because they could not memorize a lot of words, and could not decode or
spell many of them as assigned and expected by their teachers. It always caught in their
mind that they failed to study English. To most of them, they basically conceptualized
that there was one way to be able to succeed in learning English. “I was afraid of
studying English. I didn’t like it. I didn’t understand many words and their meanings,”
Kit commented in the interview. This reflected that the instruction style that they received
at earlier levels caused them to conceptualize that to learn English well was to be able to
know a lot of vocabulary.
In data for Wan, she commented that it was not fun when she did not understand
the lessons, and she could not complete homework assignments. She did not dare to ask
her teachers, either. There should be extra sessions arranged by the teachers to assist low-
performing students in learning better. Soti made similar remarks on the same issue:
There was little individualized help from the teachers as the class consisted of 
about 30 students. Before the end of the class, teachers assigned homework with 
the focus on sentence construction from the cue words. I had trouble doing it. In 
addition, there was no helpful guidance on the extended use of the lessons. This 
meant, students were not clearly convinced that they could use what they learnt in 
class to communicate with people in the real world. We had little chance to speak 
in class. We hardly spoke it at all after school.
For Suri, he elaborated that the English instruction mode practiced at this level 
was slightly different from the primary level. Additionally, the instruction of grammatical 
lessons was primarily carried out in a deductive manner without a meaningful context. To 
support the point, the teachers taught the linguistic rules, then provided examples, and 
asked the students to memorize them. The grammatical paradigms included, for instance, 
tenses, verb conjugations, active/passive voices, countable and uncountable nouns, etc.
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Suri further commented on the general instruction and the materials used in the course as 
follows:
The teacher focused on teaching grammar. Besides using the textbook, the teacher 
distributed some handouts, which summarized the grammatical rules and 
exercises. The course textbook was titled Discovery, and we used it for the whole 
semester. In the book, it introduced the language development in four skills; for 
example, English grammar, conversations, listening exercises, etc. Sometimes the 
teacher had us practice the listening skill by using the cassettes. We listened to the 
short conversations or short passages, and then we had to orally answer the 
accompanying questions.
Nonetheless, for some of the students’ learning experiences, there were occasional
class activities that demanded the students to exhibit their oral communicative
competency. Suri said that in having the students practice and develop the speaking skill,
the teacher utilized dramatization as a technique to allow the students to speak and act out
in the classroom. Through this kind of activity, the students had an opportunity to use the
linguistic knowledge that they had learned to produce the statements in form of
interactive responses with their peers. To illustrate, the teacher asked the students to
make up a story or conversation from a given topic or situation, and had students work in
small groups to think of the content. After that, they had to do the dramatic performances
to the class. Suri noted:
In the lower secondary level, the instruction of the teacher was pretty much the 
same as that in the past. What made it different was that we learned more about 
grammar. The teacher taught all the basic English grammar. Sometimes the 
teacher assigned us to work in small groups to construct conversations in different 
situations, and we had to act out in front of the class. It was fun. I really enjoyed 
every minute of doing this type of acting out activity. We had to think of the plot 
of the story, write it out, and finally practice the oral language.
It appeared that Suri’s teacher put a less emphasis on the functional part of
language. That was why Suri expressed his critique that there should have been more
hands-on activities to activate the students to generate the language use in appropriate
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contexts. “Most of the time, we studied grammar and did the exercises to check if we 
understood the rules,” he added.
Suri’s comments were consistent with Boon’s interviews in that most teachers 
believed that to acquire a foreign language, students needed to possess competence in the 
syntactic component of the language through the formal instruction in the classroom. 
“Teachers tried to add up on what the students had learnt from the primary school. 
Mainly, we (teachers) would focus on more complex grammatical lessons and exercises, 
and more difficult sight vocabulary,” Boon commented.
Teaching and Learning o f English at Upper Secondary Schools
For the English Core Course at this level, the students commonly mentioned that 
the teaching-learning structure at this level was not much different from that at the lower 
secondary level. Table 7 represents and compares the common and fundamental English 
instructions and their literacy practices at different levels.
Students’ Common Learning Experiences and Literacy Practice Across Different Levels
Table 7
Educational levels
Features Primary Lower secondary Upper secondary
No. of courses per 1 
semester
1 1-2
Frequency 2-4 times a week 5 times a week 5 times a week
(50-60 mins./class) (50-60 mins./class) (50-60 mins./class)
Course focus The alphabet Vocabulary Advanced grammar
Sight words Basic grammar Passage reading
(table continues)
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Table 7 (continued)
Educational levels
Features Primary Lower secondary Upper secondary
Passage reading Passage reading Some conversation



























Class size 30-40 30-50 40-50
Note. Mins. = minutes; No. = number; T-centered = teacher-centered.
From the table, these students had to study five times weekly with 50 to 60 
minutes per session when they were in upper secondary schools. There were a matter of 
40 students altogether with their own fixed seats in the class. Some of the students had to 
study with the same teachers who taught them at the lower secondary level.
However, what interestingly emerged from the interviews and was worth 
discussing is that the students were not very impressed with the way their teachers taught 
English. For example, Veera’s reasons were:
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Most of the study time, the teachers gave lectures, acting as an authoritative 
person standing in front of the class and expecting the students to listen to their 
directions in managing the lessons. When the instruction focused on reading 
skills, the teachers asked the students to read after them at sentence levels. After 
that they translated the reading for us. The instruction was not administered based 
upon the students’ questions or discussions. Thus, most students sat neatly and 
passively at their seats, jotting down what the instructors translated for them. 
Many students found English a very tiresome subject that was compulsory for 
everyone.
The implications that could be drawn from the participants’ interviews manifested 
that the English instructions did not demonstrate the full gamut of effective research- 
based approaches and methodologies. It seemed the teachers viewed or understood that 
the lecture and translation were the only methodologies they could use in teaching 
English. Most English teachers were viewed or visualized as didactic in their approach. 
They were prone to the lecture and drill teaching styles. The implications were consistent 
with what Kit negatively commented on the English instruction in Thailand. He said, “I 
wouldn’t consider the English instruction in Thailand as effective yet because many Thai 
students are still unable to communicate in English. I think the significant weaknesses of 
these results are from both the student factors and the instruction methodologies.”
Another emerging theme from the interview analysis revealed that Kit regarded 
his learning performance at this level as a failure. He partially put the blame on the 
teachers. To clarify, he remarked that some of his high school teachers did not invest 
much effort in the teaching. It happened many times that some teachers assigned the 
students to complete some exercises, and then they left the class, leaving the students 
busy with the assignments. He acknowledged that he needed some help or guidance to 
help him with the exercises, but the teachers were not around. What he could do in order 
to fulfill the assignment requirements was he copied some answers from his peers
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without understanding. By doing so, it resulted in his accumulating more and more
unclear points, and he did not do well in the tests, which took place quite frequently.
Finally, he became discouraged. “Some teachers, on a constant basis, administered
quizzes that were intended to evaluate how much students could remember the linguistic
rules and glossaries. The tests demanded the students to memorize a lot, which I
disliked,” Kit reflected his memories about the past learning hardship.
It was quite apparent from the talks with the students that, on a regular basis, the
teachers largely used the textbook as the main learning material throughout the semester.
There were some worksheets, not many though, serving as additional grammatical
practice to strengthen the students’ linguistic knowledge. As the lessons carried out by
the teachers at this level gave a lot of emphasis on grammar, and reading for
comprehension, most of the worksheets contained the previous national entrance exams
questions to serve as practice exercises. Soti expressed her opinion that at this level the
lessons aimed at preparing the students for the coming entrance examinations. In other
words, they were focusing on reviewing the old tests.
It should be noted that Suri was the only one who chose to study in the arts
program. He selected to study French as another foreign language. He outlined the
curriculum at this level:
When I was in the upper secondary level, I was in the arts program. The program 
put the emphasis upon foreign languages, the Thai language, and social studies. I 
chose to study French as another alternative language. I hated mathematics, and 
that was one reason why I chose to study this program. About English courses at 
this level, there were two courses, English Core Course and English Elective 
Course that students in this program had to take. The English Core Course, which 
was compulsory for all students no matter what program they were in, took place 
four times weekly, with 50 minutes per session. The English Elective Course, 
enrolled only by the students in the arts program, was conducted twice a week. 
Totally, I had to study English six times per week.
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Suri elaborated that the English Core Course focused on the four skills in general
whereas the English Elective Course promoted the reading and writing development. “I
think we used Blue Print for the core course, and Snapshots for the elective course,” he
noted about the textbooks that had been used. Suri commented that the textbooks for both
courses were not too difficult, but the instruction was hung up too much on grammar and
rules. When asked what he thought about the English instruction at this level, he reflected
an interesting comment:
In learning English, Thai students first learnt about grammar before the speaking 
skill. And that seemed to be the main focus. That was why students were shy to 
speak English. I think we studied the linguistic rules too much. Moreover, the 
instruction was conducted in Thai, not in the target language. As a result, students 
had trouble understanding when some teachers gave lectures in English at 
university level.
Suri further related his experience in reference to the reading instruction in the 
English Elective Course when he was in grade 10 that the instructor gave a reading 
passage to the students, assigned them to read by themselves, had them complete the 
exercises that followed, and the teacher left the class after giving directions. When the 
instructor returned, she only provided the correct answers to the questions. This was what 
he stated:
After the teacher assigned us a reading text to read, and gave us some time to read 
and finish the exercises, she left the class. She did not guide or introduce any 
reading techniques or strategies for the students to read effectively. When she 
returned to the class, she only went over the comprehension questions and gave 
the answers. She would translate some parts if asked to. Often times, the texts 
were too difficult. It was way beyond our ability. I think she used the grade 12 
reading texts. We did not use a textbook specifically designed for reading. It was 
up to the instructor’s discretion to select reading texts for their students. Many 
times, the teacher used passages from English newspapers. Besides the news 
articles, she selected the texts with the length of one to two pages from magazines 
and other books on different topics.
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The instruction had become stale and represented a passive model of “read-find 
answer-write answer-tum in written work” pattern in all the grade levels the students 
experienced. “When I was in grade 10,1 realized I needed to know effective techniques 
in order to read well. But the teacher did not teach us. Then, I decided to buy a book on 
strategic reading processes to study by myself. I tried to read novels, too. And that helped 
me to read better,” Suri, who seemed to be more motivated and active than the others, 
stated. He went on saying that when he was in grade 11, the teacher translated the 
passages to the students when she taught reading. That meant his teacher used the 
translation method throughout the course, and reading aloud was rare. Through this 
method, the students felt that they did not have to prepare reading in advance. They 
would wait for the teacher to translate the reading passages to them. While in grade 12, 
the teacher distributed unseen passages to the students and had them make sense of the 
texts by their own way. After that, the students would receive a test on the text being 
read. That was the kind of instruction taking place in every reading class session.
Based on these students’ previous learning experience, it seemed that the major 
body of knowledge in English was placed on developing a strong background in grammar 
and vocabulary. With little individual help and good study suggestions, most students 
found English difficult for them. They had to study what they did not quite understand 
well enough every day; thus, English became a tedious subject for them. However, it also 
appeared that teachers did their best to provide their students with what they were 
expected to arrive at. Due to large class sizes and a lot of course contents to cover for the 
course, it was difficult for the teachers to implement a lot of activities that would allow 
students to practice English.
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Instruction Summary
The instruction of English in the past years of the students at the secondary levels 
could be classified as follows. First, the instruction demonstrated by the teachers reflected 
that the learning goal seemed to enhance the students’ grammar and vocabulary. To attain 
the goal, the instruction focused on the grammar rules and vocabulary of the target 
language. Students studied grammar deductively, that is; they were taught the grammar 
rules with examples, were told to memorize them, and then were asked to apply the rules 
to other examples. They also learnt grammatical paradigms such as verb conjugations. 
Second, there was much less attention given to speaking and listening. Pronunciation 
received little importance.
Most of the interaction in the classroom was from the teacher to the students. The 
teacher had the authority in the classroom and the students did as the teacher indicated. 
Hence, the students learnt what the teacher knew. There was little initiative required of 
the student and little student-student interaction. The language that was used in class was 
mostly Thai. If students made errors or could not answer questions, the teacher supplied 
the correct answer because having the students get the correct answer was considered 
very important. Finally, students were taught to translate from one language to another in 
vocabulary and reading lessons. They memorized the native language words equivalent to 
the English vocabulary words. The role of the student’s native language was to provide 
the clear meaning of the target language by translating it into the student’s native 
language.
A Teacher’s Perspective
Boon, a seasoned high school teacher with 18 years of teaching experience,
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unfolded his insightful and interesting comments in the interview regarding the English
instruction as basic education in Thailand:
Primary school teachers put the emphasis on vocabulary teaching with little 
everyday conversation; for example, how to greet in English, how to answer 
questions related to personal background information. Grammar lessons were 
little taught, but not significantly. At upper levels, the teachers tried to add up on 
what had been taught in earlier levels. The focus was still on vocabulary 
development. The teaching of grammar lessons was significant. There was some 
reading instruction at upper levels. Many students were used to the lecture style, 
waiting for the teachers to translate to them. In my class, when I taught reading, I 
would emphasize on reading strategies. The students might not be used to this 
method at the beginning of the semester because they had to do extra research on 
their own outside the classroom to complete assignments. The students would 
have an opportunity to apply the reading strategies learned in class with the real 
use. If I followed the lessons in the book, the instruction would be irksome. I 
taught a bit differently from my colleagues because I got a master’s degree in 
teaching so I knew the importance of teaching reading strategies.
Boon’s interview was consistent with a common theme about the English
instruction from the student interviews in that the students started learning English by
memorizing the English scripts about three to four times weekly. The English lessons
were conducted by Thai instructors who gave lectures in Thai in big class sizes of
approximately 30-40 students. The students had rare occasions to expose to the English
language. Besides that, they did not have a chance to speak with native speakers of
English until they studied with native speakers at a college level or when they sought a
job or furthered their study.
The English lessons focused on memorization of sight vocabulary words,
grammar, and little everyday conversation and paragraph reading. The vocabulary
instruction was guided by using structural analysis. To clarify, the students had to
memorize the spelling of the words and to repeat the pronunciation after the teachers.
They had to formulate their own ways to sustain how each word was pronounced because
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the phonics instruction was not introduced as a tool or technique to decode words and
help figure out how words were sounded out. That was why many students were not
successful English language learners.
Literacy Practices Outside Schools
When asked about the opportunity to use the language outside school, everyone,
except Suri, answered that they basically completed homework assignments, mostly
focusing on advanced grammar. They listened to English pop songs. They only liked the
music in the songs. They also saw English movies sometimes but movies were dubbed
into Thai. They did not try to leam the language or any other linguistic aspects from the
songs and movies. Besides that, they hardly did anything to practice their English and
they did not have a chance to use English elsewhere. For example, Veera said, “After
school, I hardly practiced any English except doing homework. I read English texts very
little, about thirty minutes a week. I did not have a chance to practice the speaking and
listening skills at all.” Wan described her comment on the same matter:
I did not have to use English in everyday life. I occasionally listened to English 
songs because I liked music. I sometimes tried to read Student Weekly English 
newspaper, no more than one hour a week. I did not read it often. I used the 
Internet to check emails and chat with my Thai friends. I sometimes tried to 
search for information in English, too. But I could not understand it much so I 
mostly used Thai websites.”
Table 8 compares the students’ study strategies and literacy practices. It shows 
how Suri uniquely approached his learning to improve his English in comparison with the 
way his friends learned English.
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Table 8
Comparison o f the Students’ Study Strategies and Literacy Practices
Students
Features Suri
Kit, Veera, Soti, Wan and 
Sut
Study strategies in English Paid serious attention to 
lessons
Followed the lessons in 
class as a study routine
Actively participated in 
class activities
Studied passively in class
Prepared lessons before 
class
Hardly read before class
Reviewed lessons regularly Reviewed lessons during 
exams periods
Read extensively Read required textbooks
Asked teachers for help 
when having questions
Asked siblings/friends for 
help when having questions
Took private tuition
Literacy practices Read newspapers, 
magazines, novels, etc. for 
improvement
Read minimally only when 
required
Saw English movies 
(with original soundtracks)
Saw English movies 
(with Thai dubbing)
Listened to English music 
(learning sound/accent)
Listened to English music 
(for entertaining)
Used Internet 
(for checking emails, 
chatting and informational 
resources in Thai/English)
Used Internet 
(for checking emails, 
chatting and informational 
resources in Thai)
Worked part-time as a 
waiter to serve foreigners
—
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Suri as a Unique Student
When I got to know the students better, I found that Suri was a strongly 
determined English learner. Suri realized that the school and community contexts that he 
was situated in did not allow students to get exposure to the English language use. 
Consequently, he established his own strategies to improve his English and to use the 
language realistically.
Interview transcriptions showed that, unlike the other students, Suri paid serious 
attention to study English as he always said that English had applications and benefits in 
everyday life. When he was in a lower secondary school, he evaluated his English as fair. 
He wanted to master in it. He was still young and did not find a right person who could 
give good suggestions how to improve his English. As a result, he said he was sometimes 
confused and frustrated. “I think my English at that time was not good enough. I was both 
curious and frustrated why I could not speak English well even though I studied a lot of 
English grammar nearly every day for many years,” Suri noted.
Suri said what he did to improve his English was that he read more extensively 
and saw English movies. He tried to develop his accent from listening to the dialogues or 
conversation in the movies. In addition, he learnt a lot of slang in English. What he 
gained from reading books and accessing the Internet was how sentences were 
constructed. It helped him to write grammatically with different styles of writing. He also 
learnt more vocabulary. He went on saying that when he read books or novels, he 
captured a sense of difference in the language use between those written by native and 
non-native speakers of English. He felt that the language use produced by non-native 
speakers was not very natural. So he tried to use useful expressions written by native
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speakers in his writing and that really helped him to improve his writing. He described
the way he tried to improve his learning performance outside school:
When I was at secondary levels, I watched English movies very often. Normally I 
did not like to read much. However, when I saw English books, I would take a 
look at them. From taking just a sneak peak at them, I at least learnt new words, 
new English grammar that were new to me. I tried to read all types of English 
books such as magazines, newspapers, cartoons, academic journals, etc., because 
all books gave knowledge to readers. I generally read non-academic books 2-3 
hours a day. I liked to read short passages focusing on current events, pocket 
books, short stories and entertainment. I started to read newspapers and novels 
when I was at upper secondary level. My favorite novel was White Fang. I think 
my reading skills improved a lot. I could read without having to translate what I 
read into Thai. I mean I could understand it quite automatically. I had learnt to 
apply some good reading techniques to help me guess word meanings. So I did 
not have to look up every unfamiliar word in a dictionary. I thought that was my 
strength. However, my weak point was that I would not skip the unclear part. I 
would try to translate it and make sense of it. I would not go on with the reading if 
I did not understand any sentences that I could not understand.
When Suri grew up, his desire to master in English also grew stronger. He said, “I
was enthusiastic to speak English if I met a foreigner, but I did not have much chance. I
had nobody to speak with here in my hometown except when I spent my vacation
elsewhere in tourist places.”
In addition, he remembered that there was one time when he was in deep trouble
understanding a grammatical topic on how to transform direct speech into indirect
speech. He said that he was not made clear about this confusing topic. With the financial
support from family, he decided to take a private tuition with another teacher at weekends
for the whole semester only for this topic.
In other interviews, he pointed out that the problems he had with poor reading and
inability to communicate well enough were due to a lack of practice to use the language.
This inspired and challenged him to find out whether he could communicate with a native
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speaker intelligibly or not. He described his first experience when he had a chance to use
English in authentic situations with foreigners in English:
I was in grade 10 when I would like to evaluate myself if I could speak English 
with native speakers. I wondered why Thai students could not speak well even 
though we studied a lot of grammar. I decided to work part-time in summer in an 
island, where there were a lot of foreign tourists, as a waiter so that I could use 
English in realistic situations. I felt I could do it. Unfortunately, I could not speak 
well at all even though I understood some of what the foreigners said. I just was 
not used to the process of translating from Thai into English, which occurred in 
my head, when I tried to speak English. I just was not used to it. I was used to 
writing more than speaking. I was not very confident at that time, either.
His first attempt in speaking English with foreigners ended with unsatisfactory
outcomes and expectations. However, Suri did not feel much discouraged. Instead, he
was very motivated and had a strong determination to improve his English in a practical
manner. In other words, he was driven by a relentless ambition in that he dreamt of
having an opportunity to study abroad. So he applied for a short-term scholarship as an
exchange student when he was later in grade 10. This required him to sit for the written
and interview tests. He said that after school, he studied by himself until 2-3 am. every
night in preparation for the upcoming tests. If he had questions, he would make a note
and ask his teacher at school for help and clarification. Unfortunately, he did not pass for
the first time. He said:
I wanted to study overseas. But I needed scholarships. I tried to apply for three 
different scholarships at different times. If I passed, I would have a chance to 
study in America for about three months. I did not pass for the first scholarship 
program. I was only on a standby list. I did not pass the interview in the second 
scholarship. So I tried harder in the third scholarship, and I finally passed. 
Unfortunately, I did not know what happened. I was contacted back that there was 
no sponsored host family in America for me. I was very disappointed to know 
that. However, I already did my best. I would keep trying.
Suri was outstanding in that he had an intrinsic interest and wanted to improve his 
English all the time. He set his own goal in learning English and wanted to be able to
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communicate in English fluently. He tried many ways to practice his English. He never 
gave up his attempts. He kept trying until these attempts paid him off at a later time.
Part 4: Students’ Reading Strategies 
What follows is the presentation of the think-aloud analysis and retellings. The 
think-aloud technique, as previously discussed, is particularly undertaken and designed to 
explore issues related to the students’ reading strategies and behaviors. The students’ 
think-aloud outputs and their retellings of the experimental texts that reflect their 
demonstrative reading skills will be broadly discussed across cases. Some specific 
examples from individual students’ think-aloud utterances will be illustrated as 
supporting evidence. It should be noted that in conducting the think-aloud experiments, I 
informed the students to reflect whatever they read in the language they felt comfortable 
with as earlier discussed in Chapter 3. To avoid confusion, italicized texts represent 
think-aloud utterances spoken in Thai and will be used as supporting evidence.
The overall data from the think-aloud protocols and retellings showed that Suri 
was the one who demonstrated that his reading skills were superior to those of the other 
five participants. He was quite proficient in oral reading, word recognition and overall 
reading comprehension of the texts used in the study. The way he processed the text was 
unique when compared with that of the other students. Hence, his reading style will be 
analyzed in details to show how differently he read the text from Kit, Veera, Soti, Wan 
and Sut, who were considered having a lower reading level, meaning that they read the 
texts very passively and slowly. Their reading was mainly tied to decoding every word.
In addition, they appeared to have problems with sound-symbol correspondences. Their
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oral reading and reading comprehension abilities were far below their actual grade level. 
They did not show signs of being strategic readers.
Thus, for an effective comparative purpose, I will present the think-alouds and 
retelling results of Kit, Veera, Soti, Wan and Sut as one category and Suri’s as another 
category.
Students Reading the First Think-Aloud Text
Overall Analysis
The first think-aloud passage is an expository text, written in an academic style 
titled Disappearing Species. It contains 485 words with the readability close to level 9. 
Table 9 presents and summarizes some important records about students’ reading. 
Quantitatively speaking, the average time of the students’ reading the first text was 33 
minutes. Suri spent the shortest time, 20 minutes, with 22 pauses, while Sut read the text 
with 80 chunks and spent a total of 60 minutes reading this passage, the longest time in 
the group. Soti made a massive number of 93 miscues, which is equivalent to 19% of the 
total words in the text. Some common miscues made by the majority of the students 
included flock, incredible, extinction, environment, concerned, diseases, science, 
invertebrates, settlers, destruction, eliminated, creatures, improving, and leukemia.
In reading the first text, the students employed an average of six strategies. Soti 
used only three strategies, which is the least in the group. Translation and using a 
dictionary seem to be the most frequently used strategies among most students except 
Suri. It was interesting to note that rereading and reflecting are on the top list of the
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strategies Suri utilized. Other peripheral reading strategies demonstrated by the students 
included summarizing, guessing meanings from context and self-correcting.
Table 9
Summary o f Six Students Reading Text 1
Students’ names
Features Suri Kit Veera Soti Wan Sut
Read time 
(Minutes)
20 25 30 30 35 60
Pauses 22 35 71 23 36 80




















Tra. 2 Pdt. 2 Gue. 4 Scr. 1 Die. 3 Rrd. 4
Gue. 1 Die. 1 Sum. 1 Scr. 2 Gue. 4
Sum. 1 Sum. 1 Rrd. 1 Gue. 1 Scr. 3
Par. 1 Scr. 1 Rft. 1 Prv.l
Scr. 1 Scr. 1 Und. 1
Note. Die. = using a dictionary; Gue. = guessing meanings; Par. = paraphrase;
Pdt. = predicting; Prv. = previewing texts; Rft. = reflecting ideas; Rrd. = rereading;
Scr. = self correction; Sum. = summarizing; Tra. = translation; Und. = underlining texts.
From the think-aloud protocols, there are substantial issues related to the students’
reading behaviors that are worth discussing, especially how the students processed the
text. Generally speaking, I have found that the way most of the students approached the
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text is not significantly different from each other, except for Suri, whose reading 
strategies stood out. In other words, five out of six students generally read the text in a 
similar manner. Soti and Sut were the ones who struggled the most and their think-alouds 
clearly demonstrated reading problems. Thus, I will describe the common approaches 
these five students processed the text, after that I will discuss and compare how Suri read 
the text differently from the others.
Think-Aloud Analysis
Text processing. When I distributed the think-aloud passage to the students to 
begin the experiment, I noticed that most of the students in the lower groups (Kit, Veera, 
Soti, Wan and Sut), except Wan, immediately got right to the text, and started reading 
from the beginning to the end, without overviewing the text. The average of 45 pauses 
the students made in reading a 485-word text could imply that overall, they tried to chunk 
words together in short sequences. To be more specific, most of the students’ reading 
aloud represented a word-by-word pattern, rather than in phrases, meaning that they 
looked at, paid close attention to, and read carefully every word appearing in the text in 
sequence, without skipping trivial parts or jumping back and forth between paragraphs to 
clarify unclear points. Simply put, most students paused mostly at short phrase-to- 
sentence levels to process the content. There was rare evidence of their reading at more 
than two sentences or at paragraph levels to digest the text.
Soti and Sut misread numerous words. It was noted that both Soti and Sut had 
great trouble with sounding out words. They read word by word, and their reading clearly 
showed a lack of fluency. They were not confident when they read words out loud. In the 
debriefing interview, Soti said:
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I am not confident with my oral reading. When I read in front of people, I don’t 
want to read aloud because I know that I do not read correctly. I am afraid that 
people will laugh at me when I do not read it right. This establishes an inferiority 
complex in me. I am shy even when I read in front of my friends.
When Soti and Sut read, they did not pay attention to punctuation marks such as a
full stop; thus, this resulted in improper phrasing. Their reading styles reflected the low
level skills of letter and sound processing, which is equivalent to beginning readers. They
also seemed to possess a very limited stock of vocabulary. As a consequence of both lack
of fluency and knowledge of word meaning, they did not comprehend the text much,
judging from their retellings.
In contrast, Suri, who was considered as a high-level reader, read the passage
differently from the other students. He tried to pronounce every word clearly and
accurately. He read the text with much ease and showed confidence in oral reading. He
demonstrated that he could read the text fluently and much more accurately than his
friends in the first group. He read with long chucks of words throughout the reading
material before making a pause to digest text content. He made 13 miscues, including
one, invertebrates, settlers, destruction, eliminated, creatures, improving, leukemia, etc.
Furthermore, he made one self-correction when he realized he made a mistake in reading
a number ‘461’ in the sentence: “At least, 461 species of birds and mammals have
become extinct.” At first, it was read “four hundred and sixteen,” before he realized the
mistake and corrected it himself.
Reading strategies. The analysis showed that Kit, Veera, Soti, Wan and Sut
demonstrated bottom-up reading strategies. That is they mainly practiced word-by-word
translation to try to understand each short chunk of information when they made a pause.
There was no sign of the use of other effective strategies when they realized that their
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translations were not meaningful. The following snippet demonstrated by Kit exemplified 
the analysis:
Text: The story of the passenger pigeon is just one of many sad stories about 
animals that have disappeared.
Kit: The ... story ... of ... the ... passen ... passenger ... pi ... pi-ge-on ... is
... ju s t ... one ... of ... many ... said ... stories ... about... animals ... 
th a t... have ... dis ... dis-ap-pea-red. Ah, this could be translated as “the 
story was about transportation. There were many stories about animals.”
The above extract revealed the way Kit read the text. This reading style was 
apparent from the beginning to the end of the story. From the illustration, Kit read word 
by word slowly before he translated the whole sentence aloud into Thai. It was noted 
from the instance that he misinterpreted the term “passenger”; thus, he came up with the 
mistranslation and misunderstanding of this sentence. His translation was “The story was 
about transportation. There were many stories about animals.” This could be explained 
from the supporting interview evidence that Kit could decode the word “passenger”, but 
he was unsure of the word “pigeon”. As a consequence, he ignored or did not process the 
word “pigeon” and excluded it in the translation. This again indicated that he translated 
word by word or sentence by sentence, and he did not use fix-up strategies in interpreting 
the meaning of what he read. Or at least, he was not synthesizing meaning across 
sentence boundaries to attain passage comprehension. In this example, the problem 
appears to be that he did not know the story of the passenger pigeon in that it was once a 
very common bird that became extinct through overhunting. If Kit had the prior 
knowledge of the passenger pigeon, he probably would not have concluded that the 
passage was about transportation.
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Thus, it was reasonable to conclude that Kit did not demonstrate the effective use 
of strategies in helping them read or figure out unknown words better. It is the fact that he 
apparently did not recognize that his translation did not represent a coherent, meaningful 
text that is the most telling about his lack of strategic knowledge.
Below is another common way this group of students read the text. Here are 
Wan’s think-aloud utterances that demonstrated a lack of using effective reading 
strategies:
Text: we lose opportunities for science and medicine.
Wan: we lose op-por-tu-ni-ty for ... for ... s c i... and medicine.
Well, I  don’t understand. I ’d better skip it and read on.
Text: That means opportunities to improve our lives.
Wan: That means op-por-tu-ni-ty to improve our li-ves.
Oh, I  don’t know again. Skip it!
The above instances showed that not only did Wan struggle with making sense of 
the text, but she also revealed the inability to read skillfully and correctly. The way she 
interacted with the text demonstrated that she did not digest what she read automatically 
while reading. It appeared that when she made a pause but she did not translate what she 
read, it indicated that she did not understand that part. Moreover, it looked like if she did 
not know some words in a sentence, she would leave that sentence or that part 
unprocessed, and would go on reading without employing other fix-up strategies to make 
sense of what he read. In general, reading on in hopes of gaining clarification can be an 
effective fix-up strategy. It is a good strategy for readers to skip trivia in case they realize 
that the part they choose to skip is unimportant, and will not later affect the overall 
comprehension of the passage. But in Wan’s case, skipping many parts of the passage
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unprocessed is explicitly due to the lack of vocabulary knowledge, not because of her 
strategic way of reading. She did not go back and reread the previous parts.
Consequently, she failed to fully understand the passage. It should also be noted that Kit 
was another reader who frequently skipped many parts while reading. The same reason 
could be applied to explain Kit’s case.
Sut would stop every time when she hit unknown words. Sut used an English- 
Thai talking dictionary to look up the words she did not know, whereas Soti did not use 
any other strategies to help her figure out any unknown words at all. That is why Sut 
made the most pauses with a total of 80 times in reading this story. The following 
snippets illustrate the way Soti and Sut approached the text.
Text: At least 461 species
Sut: A t ... la s t ... four hundred and sixty one ... s-p-e-c-i-e-s? Sa-pi-cies?
I  will look it up. The word species” means ‘‘kind or type o f something.
Text: of birds and mammals have become extinct in the past 400 years.
Sut: of bird and ... and man-mals ... have be-come ... ex ... ex-tinct? in the
past four hundred years.
Birds and animals did not live in the world for 400 years.
Text: Many more species—about 555 mammals and 1,073 birds—are now
Sut: I  don’t know mam-mals. Look it up in a talking dictionary. Ah, I got it.
This sentence means 555 mammals and 1,073 birds are no longer living in 
the world.
Text: at risk of extinction.
Sut: a t ... risk of ... ex-tinc-tion. Ex-tinc-tion?
I  don’t know “extinction”. I ’d better check with a dictionary. Ah, I  see. It 
means disappearance.
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From the above examples, Sut would mostly pause when she hit unknown words. 
She would then look them up by using a talking dictionary before she translated the part 
she just read and went on reading. Take a look at Soti’s sample think-aloud utterances:
Text: A flock of passenger pigeons might include over two million birds.
Soti: What is this word “p-a-s-s-e-n-g-e-r-s ” ? Well, I  can’t read it. I  don’t know
the word after that too. So I  would skip reading.
Text: Today, not a single one of these birds exists. Incredible as it may seem, all 
those millions of birds were hunted down for food, feathers, and sport.
Soti: Oh, there are many words I  can’t read and I don’t know the definitions.
What is “t-h-e-s-e ” and what is “t-h-o-s-e ” ? I don’t know.
Soti seemed to struggle the most in reading, and she did not try to read many parts 
of the text. It was surprising to me to find out that not only couldn’t she pronounce the 
words “these” and “those”, but she could not decode them either. She did not seem to 
possess many reading strategies. Her reading ability was far under my estimate. After 
reading, Soti reflected, “I have finished reading now, but I don’t get much out of the text. 
I don’t know many words in the text. I don’t have a good basic skill in pronunciation and 
decoding words. If can’t translate it, I don’t understand it.”
On the other hand, when compared with the other students, Suri appeared to be 
the one who was able to read most effectively because not only did he make the least 
miscues, but he also employed the most reading strategies when he read the text. 
However, the strategies Suri employed seemed to be more effective such as he used re­
reading and reflecting strategies the most while Veera and Wan simply used translation 
most frequently.
In processing the text, Suri hardly translated what he read into his native 
language. It seemed that when he read the text, he digested it at the same time
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automatically. In other words, his decoding had become automatic. He did not use a 
dictionary at all, either. This could mean he showed no difficulty in processing the text in 
order to comprehend it. He was able to use comprehension strategies because he was 
beyond word identification and fluency. The retellings assessment showed that he 
recalled more important details of the text than the others. Often times, Suri read long 
chucks of the passage before he reflected his thoughts or comments periodically. To 
illustrate, he predominantly kept reading on and on with occasional reflections. Take the 
two examples below as supporting evidence:
Text: Two hundred years ago, passenger pigeons were the most numerous birds
in the world. A flock of passenger pigeons might include over two million 
birds.
Suri: Two hundred years ago ... passenger pigeons ... were the most numerous
... numerous ... birds ... numerous birds in the world.
A flock ... a flock ... of passenger pigeons ... might include over two 
million birds.
I see. Passenger pigeons outnumbered other kinds o f birds in the past.
Text: When they flew overhead, they darkened
Suri: When they flew overhead, ... when they flew overhead... they dark
What? What is dark ... darkened? Oh, I see they dark-kened. The word 
darkened is a verb here, meaning making things to become dark, I guess. 
It comes from dark.
Text: they darkened the sky for hundreds of miles.
Suri: they darkened the sky ... for hundreds of miles.
Oh, okay, the birds ... the pigeons ... actually the passenger pigeons ... 
when they fly in the sky in a big group, the sky becomes dark because 
there are a lot o f them covering the sky. Wow, there must be huge in 
number.
The above snippets of the think-aloud protocols above illustrated that Suri only 
read the text at his own chunks of information with some reflections or comments of 
what he read. He could read the text quite fluently. He did not exhibit any signs of
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frustration. The analysis suggested that Suri’s overall reading process of this text fell into 
this category: reading and digesting with occasional reflections. This reading style could 
mean that he was processing the content or the ideas presented in the text at the time he 
was reading. He hardly translated what he read out loud into his native language, but he 
sometimes interacted with the text after reading it. For instance:
Text: When the trees are cut down, the environment changes or is destroyed 
altogether. And many species disappear forever.
Suri: When the trees are cut down ... the en-vi-ron-ment changes or is
destroyed altogether ... the environment changes or destroyed ... 
altogether.
Oh, yes, that’s right.
From his reading aloud, Suri showed his agreement with the text about the 
consequences that resulted from the trees being cut down when he said, “Oh, yes, that’s 
right.” This demonstrated that he understood what the text was about. He hesitated a little 
to pronounce the word “environment”, but he could figure it out. He did not have trouble 
with reading that sentence, except re-reading a part of it. Here is another instance.
Text: Other plants or animals are useful in medical research.
Suri: Our ... other plants or animals are useful... in medical research ... plants
and animals ... are useful ... in medical research.
Text: Every year, as more plants and animals disappear, we lose opportunities 
for science and medicine.
Suri: Every year ... as more plants and animals disappear ... disappear ... we
lo s t... we lose opportunities for science ... for science and medicine ... 
Right, medicine is related to drugs. People do research on medicine by 
using plants and animals so they are related and affect each other if they 
are destroyed.
The first snippet above showed that Suri read the text and made sense of it while 
reading. After reading that part, he went on reading the next part without giving any
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reflection or showing trouble in understanding it. On some occasions he paraphrased 
what he just read as a reflection to check his comprehension as shown in the second 
snippet. As shown in Table 9, re-reading is the most-frequently strategy he used. He 
seemed to employ it throughout the text once he hit ambiguous words or portions of the 
text. For example:
Text: Today, not a single one of these birds exists.
Suri: Today ... not a single one of these birds exists. Today, not a single one of
these birds exists ex ist... exist.
Exist? What is “exist” ? Never mind. I  would read on. Maybe I  would 
understand more.
Suri reread the same sentence twice. It appeared that he was having trouble with 
the word “exist”. However, he skipped the word and went on reading, hoping that he 
would make sense of the text when he read other parts.
However, to assess the overall reading strategies used in the first text, Suri did not 
demonstrate the use of various strategies while reading because comprehension was quite 
automatic for him. He used the rereading technique the most. The frequency of using 
other strategies was not high. This is because he found the text quite easy for him and he 
automatically interpreted the text while reading it. The analysis confirmed that he 
employed six distinct reading strategies throughout the passage: re-reading, reflecting, 
translating, guessing meanings, and summarizing.
Retellings Analysis
After the students read each passage, they required to retell the story in their 
words to reflect their comprehension. The students’ retellings were judged upon 
Valencia’s (1997) assessment guidelines. The results revealed that the retellings of Kit,
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Veera, Soti, Wan and Sut yielded similar results whereas Suri’s retelling, on the other 
hand, stood out.
In retelling the first passage, Kit, Veera, Soti, Wan and Sut’s summaries
accounted for the lack of full understanding of the text. Their retellings were very short,
contained only partial broad concepts clearly presented in the text, and lacked the
richness of important details to reflect their comprehension. The students did not include
the main ideas of the passage. Their retellings lacked introductory background
information, meaning that they recalled whatever they could think of without a sequence.
Their retellings were poorly organized and lacked coherence. All in all, they would be
evaluated as a substandard verbal summary. Below is an example of Veera’s retelling:
The passage was about distinct animals and plants. They disappeared because 
people destroyed them. People cut trees down to turn the land into a farm. Many 
animals then had no place to live. There were many kinds of animals that had 
been distinct such as passenger pigeons, and fish. Dodo birds, once lived in the 
Indian Ocean, also disappeared. Nowadays, although we have advanced 
technology, we cannot solve the problem of the distinction of animals and plants. 
The author was concerned about this problem. In the final paragraphs, it dealt 
with the author’s feeling. The author wanted to send a message to the world that 
we should prevent human beings from destroying nature. People should not 
destroy nature. There was no good reason to do it. People should realize that 
nature was useful to everyone. Why did we still destroy nature?
Suri, on the other hand, elicited most of the main concepts presented in the text.
He stated the essential ideas of what the text was about in the first place before he
continued with other important information. Even though he did not make any notes
during reading the passage, he could report some detailed information quite clearly. His
verbal summary report covered most of the important ideas, and the way he retold the
story showed coherence, which reflected that the student demonstrated a clear
understanding of the passage. Below is Suri’s retelling of the text.
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This story talked about animals and plants that were close to being distinct. The 
author used the word “species” to refer to not only animals but also plants that 
were distinct and might be distinct soon. The passage described that, in the past, 
there were many passenger pigeons. But we could not find them anymore because 
they were distinct. Human beings killed them. Many kinds of living things were 
destroyed and becoming distinct because of people. People may kill or destroy 
them directly and indirectly. The author gave an example of dodo bird that once 
could be found in specific places such as in Mauritius Island in the Indian Ocean. 
When some people from Europe went to that island, they brought some animals 
with them to the island. These animals included cats, dogs, etc., and these animals 
killed dodo birds. Natural environment was a plentiful source of food. The 
passage talked something about food chain. Animals and plants had to depend on 
each other. If some animals were destroyed, they might affect the other kinds of 
animals or plants. For example, if we cut trees down, the environment would 
change. Many kinds of animals and plants would be affected. Researchers 
informed us that human beings were the main factor that caused animals and 
plants and natural things to become distinct. People sometimes destroyed them 
intentionally, and people also destroyed them unintentionally. A lot of trees are 
cut down, and that was one example that people destroyed natural species 
indirectly.
Students Reading the Second Think-Aloud Text 
A Reconsideration o f Adjusting the Text
The first think-aloud session prompted me to consider adjusting the think-aloud 
texts in the subsequent think-aloud sessions even though the texts had been piloted. This 
is because I found that most of my participants read the text with frustration. Initially I 
went back to scrutinize the textbook that the students were using for the Reading Skills 
course one more time and confirmed that most passages in it are actually more difficult 
than the passages I selected for the think-aloud purpose.
To maximize the appropriateness of the texts, I decided to consult with a couple 
of English professors whom I know for additional ideas. They teach reading courses at 
universities in Bangkok and in the south. I showed them the think-aloud passages and 
asked them to give comments whether they would be too difficult to use with first-year
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college students in general or not. All replied unanimously that the texts were 
appropriate, and not too difficult. They further commented that college students were 
generally expected to read more difficult texts than the ones I showed them. Most 
passages they used to teach their students at their universities were even harder.
I brought up the issue of the text adjustment to my dissertation adviser and was 
recommended that I needed to decide whether I should adjust the texts or not.
Considering the extent to which my participants struggled in performing the first think- 
aloud text, I decided to change the think-aloud texts to more appropriate ones for the 
subsequent think-alouds, bearing in mind that the texts should not be drastically different 
in readability level from the first one.
To summarize, the think-aloud texts that I used are still close in difficulty and 
within the readability range as determined from the sample reading texts. This is because 
I would like to investigate how these six college students process texts that are equivalent 
in readability level to the ones they are supposed to read in realistic class. If I adjusted too 
much and selected the texts with bias to make them easier than they really should be for 
the participants, it would create a threat to the study in that the experimental materials are 
not appropriate and might yield deviated results (Martella, Nelson, & Marchand-Martella, 
1999).
Overall Analysis
The second text is a romantic fairy tale, The Nightingale and the Rose. It contains 
2293 words with the readability at level 8 as determined by the Fry readability scale. The 
second analysis of the think-aloud text suggested a wide variation in the students’ reading 
performances.
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Table 10
Summary o f Six Students Reading Text 2
Students’ names
Features Suri Kit Veera Soti Wan Sut
Read time 
(Minutes)
90 60 130 120 50 90
Pauses 84 198 219 78 246 192




















Rft. 12 Rrd. 6 Rrd. 9 Scr. 3 Gue. 3 Scr. 9
Rrd. 11 Pdt. 3 Und. 3 Sum. 3 Rrd. 6
Scr. 6 Que. 3 Scr. 3 Scr. 3 Sum. 3
Que. 3 Prv. 1
Ver. 3 Sum. 1
Note. Die. = using a dictionary; Gue. = guessing meanings; Pdt. = predicting;
Prv. = previewing texts; Que. = questioning; Rft. = reflecting ideas; Rrd. = rereading; 
Scr. = self correction; Sum. = summarizing; Tra. = translation; Und. = underlining texts; 
Ver. = verifying.
At the onset of the experiment, every one of the students complained about the 
length of the text when I distributed it to them. “Oh, it is a bit long,” Suri exclaimed. 
However, they were willing to cooperate to fulfill the experiment. Data showed that, for 
example, Veera spent two hours reading the text (19 words per minute), which was very
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slow. Wan read the fastest. She spent 50 minutes on it. The average reading time of these 
students was 90 minutes (25.5 words per minute). Wan made the most pauses of 246 
times; Suri made the fewest pauses of 84 times. Soti misread 303 words, the largest 
number of miscues being made by these students, while Suri made the least miscues of 27 
words.
The students employed an average of five reading strategies in reading the second 
text. Everyone, except Sut, used translation most frequently. Sut preferred to consult with 
a dictionary to help her understand the text. In the data, she looked up a total of 99 words, 
which was incredibly massive in frequency. Soti employed the same three strategies in 
the second reading with the frequency of merely five times in translation, three times in 
summarizing, and three times in self-correction.
Suri stood out in that he utilized the strategies that the other students hardly used 
such as reflecting his thought, questioning and verifying unclear parts. Other reading 
strategies employed by the students were re-reading, guessing meanings from contextual 
clues, questioning and previewing the text.
Think-Aloud Analysis
Text processing. In reading the second text, Kit, veera, Soti, Wan and Sut 
approached the text in a similar way as the first one. One of their major reading styles 
was that they read brief chunks of the content throughout the story. They predominantly 
read word by word rather than in phrases or sentences, with a lot of attempt to pronounce 
and decode every word. Their inadequate ability in pronouncing words properly led to 
their difficulty with word decoding and reading effectively. It was obvious that they 
showed frustration while reading the text. For example, Veera reported:
175
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
It is difficult. I have to re-think what the text means again after I translate it. The 
verbatim translation is not helpful. It does not make sense to me. But I don’t know 
what to do.
Soti noted:
It is hard. The main problem is I am not familiar with many vocabulary words. 
The sentence structure is complex and it is hard to figure out what it means. At 
first I thought I would skip the parts I don’t know and would come back to them 
again. But I knew I could not understand them anyway so I ignored them.
Sut expressed her comment:
The vocabulary is not too difficult, but it is challenging to get the points of the 
text. There are a lot of new expressions, which I don’t know.
Wan made her point:
The text is rather difficult because I don’t know a lot of words in it. The story is 
confusing. It appeared many times that I was lost. I was confused about the 
characters.
Common themes emerging from the students’ reading the text were that they 
struggled when they read. Their oral reading did not show fluency. Despite their labored 
attempt in sounding out words, they demonstrated a lot of mispronunciations. They 
demonstrated poor knowledge in letter-sound relationships. To illustrate, their abilities in 
word recognition and phonological awareness were so inefficient that they could not 
decode and recode many words strategically. From the assessment, commonly made 
miscues included; namely, cried, through, filled, philosophy, wretched, passion, pale, 
brow, murmured, shoulder, heart, precious, emeralds, weighed, balance, neighbor, 
ridiculous, shadow, sailed, spray, ivory, brow, pomegranates, buried and mower.
In contrast, Suri was able to read quite fluently with a clear pronunciation and a 
good understanding, which indicates that he had developed strong critical factors in the 
act of reading such as the grapho-phonemic, semantic and syntactic components (Klein,
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Peterson, & Simington, 1991). In processing the text, he read quite long chunks of 
information throughout the story. Since the text was quite long, it appeared that Suri tried 
to get the gist of each chunk he read, and did not pay much attention to the trivia. Suri did 
not read out loud every word, but instead, he seemed to skim through the key words in 
order to locate the main idea of the portions of the text he was reading.
Suri demonstrated that he had developed effective reading processes; thus, during 
his reading, he tried to construct the overall meanings of the chunks he read. He did not 
seem to bother accessing every word. His reading process could be categorized as top- 
down reading.
Reading strategies. In the data for Kit, Veera, Soti, Wan and Sut, while reading, 
these students paid attention to nearly every word meaning. They did not demonstrate a 
wise use of a variety of reading strategies to cope with the difficulties they underwent 
while reading. In other words, there was little evidence of their use of effective strategies 
that skilled readers usually employed such as using prior knowledge, text structure, or 
verifying unclear parts.
Basically, this cluster of students employed the translation technique all the way 
throughout the story. They translated word by word, without interpretation when needed. 
In terms of syntactic systems of English and Thai, the word orders of these two languages 
are different to some degree. Thus, word-by-word translations from English to Thai as 
practiced by the students do not always make sense and could result in mistranslations. 
Their lack of vocabulary knowledge as well as misinterpretations consequently caused 
little comprehension of the story as evidenced in their retellings and their voices given in 
a debriefing interview. For example:
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Text: “Here, indeed, is the true love,” said the Nightingale.
Kit: Here ... in ... in-deed ... in-deed ... is the ... true ... true love ... said the
Night-ting-gale.
Oh, Nightingale said about love. Love is ... love is ... indeed .... What is 
indeed? I don’t know the word “indeed. ”
The example showed that after reading the sentence, Kit paid attention to every 
word. He lacked the ability to identify or judge which words were unimportant and could 
be skipped and would not affect the main idea of what was read. From the snippet, he 
should not have bothered to pay attention to the word “indeed” because he actually could 
understand the main part of the sentence. It seemed to him that the word “indeed” was 
important and he wanted to know. Take a look at the following think-aloud reflections 
demonstrated by Soti and Wan, which represented a similar reading process to Kit’s: 
Example 1:
Text: but passion has made his face like pale ivory, and sorrow has set her seal 
upon his brow.
Soti: but pass-si-on? ... but pass-si-on has ... make his ... face like pa-le ...
pal-le? ... iv-or-ry? ... and sorry ... has set her sell ... seal upon his ... his 
brown.
I  don’t know what this is about. I  can’t translate it.
Example 2:
Text: If I bring her a red rose, I shall hold her in my arms,
Wan: If I bring ... her a rose ... red rose, I shall... hold her in my ... arms,
Oh, ok, he will hug her.
Text: and she will lean her head upon my shoulder
Wan: and she will ... learn ... learn her head ... up ... upon my ... shower
What is the word “shoulder”? Is it similar to “shower”? I don’t know 
how to read it. No, it is not the same. Well, I don’t know and I  don’t care.
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Text: and her hand will be clasped in mine.
Wan: her hand will be ... clasp... clasp-ped ... in mine.
I don’t know “clas-ped”. I ’d better continue reading next.
The above think-aloud utterances explained that Soti and Wan did not try to apply 
other fix-up strategies to remedy their comprehension breakdown. At least, they should 
have roughly guessed the overall ideas from some words in the sentence. It appeared 
when they did not know many words in a sentence, they did not attempt to process the 
text. If they knew how to read strategically and applied other strategies like rereading, 
reading back or ahead, guessing or predicting, they might be able to interact with the text 
more effectively and might understand more. Overall, the reading pattern of these five 
students was similar to the examples above throughout the text.
It would be reasonable enough to note that these five students’ reading style could 
characterize them as bottom-up readers. However, from the data that I recorded, it was 
taken into account that Kit previewed the text before he read, and summarized the text 
after reading, too. To clarify, at the end of the reading, Kit tried to summarize the whole 
text, which reflected a good use of reading technique. Kit spent about 3 minutes looking 
back at the text, skimming through it again silently, and self-reporting a brief oral 
summary of the story. This appeared to be the first time that Kit reflected effective use of 
reading strategies. Nevertheless, it should not be concluded based upon only this 
evidence that Kit was a strategic reader because his retelling of the text did not prove that 
he could capture most of the main ideas presented in the text.
When compared with the way his friends read the text, Suri started with reading 
the title and the author’s name, but he did not make a personal response to make a 
connection of what he knew about the title and the author with the story. Most of the
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time, Suri was reading and digesting the text with automaticity. He made some 
reflections to check his comprehension periodically as evidenced from his self­
monitoring remark: “That’s right,” after he read some portions of the text. This showed 
that he was aware of his use and control of his reading strategies and he monitored his 
comprehension while reading. He realized what he was supposed to do in order to 
understand the text. For instance, when he was assured that he could make sense of each 
chunk of information he was processing, he proceeded with his reading.
Text: “Here, indeed, is the true lover”, said the Nightingale. “What I sing of, he 
suffers: what is joy to me, to him is pain. Surely love is a wonderful thing. 
It is more precious than emeralds
Suri: Here indeed is the true lover ... the true lover. What I sing of ... he suffers
... what is joy to me ... what is joy to me to him is pain. Surely ... love is 
a wonderful thing. It is more ... pre-cious ... pre-cious ... than e-mer-ralds 
... pre-cious than e-mer-ralds.
I think the main point is it talks about the value o f love ... like true love is 
compared with something.
As shown in the above extract, Suri did not pay attention to every detail of what 
he read. He stated the gist of the part he just read that love was valuable. He went on 
reading when he understood the main idea.
Throughout the story, Suri appeared to read and process the text at the same time. 
There are some occasions when he hit complicated parts, he would re-read them, and 
translated them out loud. For example:
Text: and her hand will be clasped in mine. But there is no red rose in my
garden, so I shall sit lonely, and she will pass me by.
Suri: and her hand will be ... clapped ... will be clasped in mine. But there is no
red rose in my garden ... but there is no red rose in my garden ... so I shall 
sit lonely, and she will pass me by... (repeat) her hand will be clasped in 
mine. But there is no red rose in my garden ... no red rose in my garden so
I shall sit lonely, and she will pass me by ... she will pass me by... she 
will pass me by.
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I see. It might mean if  he...I mean the hero does not have a rose in the 
garden, she will ignore him and walk away. She will not be interested in 
him. She must love red roses.
Suri repeated this part twice, but he reread the phrase “she will pass me by” three 
times before he paused to make sense of it. When he came up with what he understood, 
he translated it. Overall, Suri used translation as a strategy to check his comprehension 
throughout the text. Other peripheral strategies that were used included verifying the part 
that he previously guessed. Suri demonstrated the use of verifying as an effective 
technique to correct the mistake. The following extract proved the point:
Text: “The musicians will sit in their gallery”, said the young Student, “and play 
upon their stringed instruments,
Suri: The musicians ... musicians will sit in the gallery ... in the gallery... said
the young student... and play their string-ged ... string-ged in-stru-ments. 
Stringed instruments in this context should refer to a guitar.
Text: and my love will dance to the sound of the harp and the violin.
Suri: and my love will dance to the sound of the ... harp and the violin.
Oh, it is not a guitar. The instruments are the harp and violin. I  don’t know 
what “harp” is, but I  think it is a kind o f musical instrument because this 
talks about musicians and violin.
The brief excerpts above show that Suri made a reasonable guess to refer stringed 
instruments as a guitar. However, once he read on, he realized that the context revealed 
that stringed instruments referred to the harp and violin, not a guitar. He then corrected 
his prior guessing. This showed that he was aware of the error he made and tried to 
correct it.
Of all the participants, it became clear again that Suri outperformed his peers in 
reading the think-aloud text. Although the text was considered a little too long, Suri read 
it with interest, and stayed on task. Of all the strategies he used, the analysis disclosed
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that he employed six distinct reading strategies in reading the narrative text. The 
strategies reportedly used most often were ranked in sequence: translation, guessing 
meanings, reflecting, rereading, questioning, and verifying meanings.
Retellings Analysis
Generally speaking, the second text was a very long reading material containing a
complex plot. Kit, Veera, Soti, Wan and Sut did not do very well in their retellings. They
did not report a lot of important details of the story. The assessment showed that these
students did not reflect a clear understanding of the story. They claimed this was due to
the fact that there were a lot of unfamiliar words in the text. Below is a retelling
demonstrated by Wan:
It was about love. True love must be in red like a red rose. But now love was in 
white color. The author compared new love with a dance. The dance was in the 
garden and there was romantic music played by the violin. This story was 
probably about love between two persons, but there was a problem in their love. 
For example, a lady wanted something, but her boyfriend could not find it for her. 
Their love was then impossible. “A red rose” probably referred to something 
other than a rose. Nightingale was probably the author who wrote the story. 
Nightingale wrote his own story and used his name as the title of this story. 
Nightingale was the author’s name.
The above retelling shows that there were a lot of details missing when Wan 
retold the story. Her retelling was too short and lacked essential descriptions of the plot. 
She included only a small portion of the information in her retelling. For Wan and most 
students, their retellings lacked a coherent structure and left out a lot of essential details. 
In other words, their retelling was lacking in reporting the overall main content of the 
story. They showed uncertainty whether their retelling was correct or not. For example, 
when Kit tried to retell the story, he said: “The story probably was about....” This could 
imply that he was unsure about his understanding.
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For Suri, he made a relatively longer report of the summary when compared with
that of the other students. This is his retelling:
The story was mainly about love, a red-rose, and a Nightingale. A young man 
wanted to get a red rose so that he could dance with a girl. He fell in love with a 
girl. That girl wanted him to find a red rose for her if he wanted to dance with her 
in a party. But he did not have one. He tried to find it so that he could dance with 
her. He cried for a red rose. Suddenly, a Nightingale heard him crying. The 
Nightingale wanted to help him because he showed he had a true love for the girl. 
The Nightingale flew all over places to find a red rose for him. Finally, the 
Nightingale could find a red rose tree, and asked for a red rose from the rose tree. 
The rose tree said that it did not have any red roses this year because the terrible 
storm broke its branches. But if the Nightingale sang songs the whole night to the 
rose tree and put her breast against the thorn until the blood from her heart flowed 
into the rose tree’s veins, the rose tree would be able to make a red rose for her. 
Because the Nightingale valued the love that young man had for his beloved girl, 
the Nightingale decided to die for him. When the man had a red rose, he was very 
happy and hurriedly went to see the girl he loved. He was very sad when that girl 
said that there was another man who offered her some jewels. That girl said that a 
red rose was not precious. When the young man heard that, he got angry and 
never believed in true love anymore. He went back to read books on Philosophy 
and Metaphysics at home.
Suri’s retelling shows that although he demonstrated some comprehension of the 
text and reported the important plots, he did not clearly discuss the key characters. He 
merely mentioned the most impressive part of the story to him, without providing the 
richness of information to elaborate what he retold. It only contained a partial theme of 
the text. The report did not begin with the general or overview of the story, but it started 
with details presented at the beginning of the story.
Students Reading the Third Think-Aloud Text
Overall Analysis
The final think-aloud text, The New World of Travel, consisted of 768 words. The 
readability is at level 7. The data showed that Kit, Soti, and Sut read the text slowly (the
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average reading time is 32.5 minutes). Kit and Soti seemed to have trouble with 
pronouncing words the most. Soti misread 130 words; Kit made 104 miscues while Suri 
made only 15 miscues. The common miscues made by the students included global, 
cruise, sightseeing, simply, cities, villages, secretly, spend, pulled, actually, tourism, 
fortunate, gourmet, villagers, interests, Institute, tuition, courier, freighter, etc.
Table 11
Summary o f Six Students Reading Text 3
Students ’ names
Features Suri Kit Veera Soti Wan Sut
Read time 
(Minutes)
18 45 17 40 30 45
Pauses 29 69 16 27 113 63




















Rrd. 8 Sum. 1 Gue. 2 Die. 7 Scr. 2 Sum. 3
Que. 3 Sum. 1 Rrd. 5 Scr. 1
Sum. 1 Scr. 1 Gue. 1
Sch. 1
Note. Die. = using a dictionary; Gue. = guessing meanings; Que. = questioning; 
Rrd. = rereading; Sch. = using schema knowledge; Scr. = self correction;
Sum. = summarizing; Tra. = translation.
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From Table 11, Suri utilized six reading strategies, the largest number of 
strategies used in the group. Soti and Kit employed the fewest strategies. They used only 
three strategies. Among all the students, translation was utilized the most in processing 
the text.
Think-Aloud Analysis
Text processing. In data for Kit, Veera, Soti, Wan and Sut, these students could 
reasonably be categorized as non-readers in English. To most of them, the analysis 
revealed that their reading patterns were attributed to word reading and meaning without 
interacting with the text in an active fashion. Their performance was consistent with that 
of passages 1 and 2. That is, they read the passage with short chunks of information 
without a purpose. They attended more to pronouncing unfamiliar words properly than 
trying to get the overview ideas of the text. When they hit unfamiliar words, they tried to 
apply the sound-letter relationship to sound out words. However, due to a lack of basic 
knowledge of the English language to help them sound out words and read effectively, 
they mispronounced a lot of them. There was no sign of their using effective strategies to 
help them pronounce words with accuracy. When asked about their technique of figuring 
out how words were pronounced, they could not describe what they tried to do to sound 
out the words they did not know. They said they just pronounced the words according to 
their knowledge. In other words, they seemed to use their own ways to pronounce words.
For Suri, the analysis portrayed Suri’s reading style in the way that he read the 
story in sequence, starting from the beginning to the end without skipping any parts. 
When compared with the other two texts, Suri found the third think-aloud text easiest. He 
noted that, to him, this text type was generally easier to read than narrative texts. He
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reasoned that since he was in upper secondary level, he came across informational texts 
more often than narrative ones. Hence, he was more used to the text structure and the 
vocabulary in the third think-aloud text was not too difficult. “The glossary in the passage 
is quite basic and I often come across. Of course, there are some difficult words that I do 
not know, but I could guess them from the contexts,” Suri stated.
Thus, he was happy to read this passage and he seemed to read it with comfort 
and enjoyment. There was no sign of his struggling while he was reading. He usually 
read long portions of the passage fairly quickly and skillfully with the automatic content 
digestion. He did not display any difficulties in understanding any parts of the reading 
text despite his rapid reading speed. His oral reading showed fluency and satisfactory 
accuracy.
Reading strategies. In trying to understand the third text, Kit, Veera, Soti, Wan 
and Sut demonstrated occasional uses of effective reading strategies for a better 
understanding such as a questioning strategy, making reflections, or connecting their 
schema knowledge with the story. However, they rarely showed personal responses or 
interactions with the text. Their reading was predominantly tied to translation. And their 
translation patterns were at phrase or sentence levels. To clarify, they mostly paused 
between sentences in order to make sense of what they just read by translation throughout 
the passage. There was no evidence of their reading the whole paragraph and digesting it. 
Furthermore, the way they translated was regarded as verbatim translations. This means 
they translated word by word, without making any connections of the ideas between 
sentences or paragraphs. Their translations were very direct, superficial, and uncritical, 
which did not reflect a deep understanding. Additionally, it led to some misinterpretations
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or misunderstanding of the passage. This is one example of Veera’s think-aloud 
reflections:
Text: Now, not all travel is expensive, so lack of money doesn’t have to hold 
people back.
Veera: This sentence means to go out somewhere on holiday does not necessarily 
require a lot o f money. ... to hold people back? What is “to hold people 
back”? I think it may mean “Sometimes it is not important for someone to 
travel”.
In this example, Veera decoded the first part quite right. But the latter part of his 
translation “Sometimes it is not important for someone to travel” was not clear whether 
he correctly interpreted the phrase “to hold people back”. He seemed unsure of his 
interpretation as he made a pause before he went on reading without trying to clarify it.
It happened often times that these students did not take any strategic actions when 
their comprehension failed. What they basically did was that they would skip ambiguous 
parts and go on reading. The record proved that they did not come back to the skipped 
parts in order to try to make sense of them after they had read the whole text. Skipping 
many parts unverified could affect their comprehension. This demonstrated these 
students’ weak points in reading the text. The following three excerpts show common 
ways these students processed the text.
Text: The “murderer” and several passengers are actually actors.
Kit: I would skip this part first, but I would come back later.
Text: Many people don’t realize that the world’s largest industry is tourism.
Sut: This sentence should mean there are a lot o f people ... n o t... hmm ... I
don’t know. I  would skip it.
* * *
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Text: Clearly, tourists have a big impact on the environment.
Wan: This should mean that it is about going on a tour like a big group going on 
a tour... impact? What is “impact”? I don’t know again; I ’d rather skip 
this part.
The above three snippets could clearly exemplify that these students tried to 
translate short chunks of information. But they would give up processing or translating 
that part if they came across unknown terms. In the first snippet, Kit commented that he 
would skip to process the sentence, and would come back to make sense of it later. 
However, according to the analysis, he failed to do so. In the second snippet, Sut could 
decode the first two words of the sentence, and it appeared that she did not know the rest. 
She then gave up trying to translate it and skipped that part. In the third snippet, Wan was 
unsure of her translation, and it appeared that her translation was inaccurate. She 
misinterpreted the part “tourists have a big impact” as “a big group of people have an 
impact”. In addition to that, she did not know the word “impact”, so she decided to give 
up decoding the rest of the sentence. It was noted that the students skipped quite a few 
parts unprocessed due to the lack of vocabulary knowledge.
In the case of Suri who seemed the be the best reader of the group, I was 
interested in paying a closer attention to the analysis because his reading pattern showed 
a variety of ways he approached the text which were very different from the other 
participants. In the data for him, I discovered that Suri did not pay attention to the title 
when he started reading. When he received the text, he went directly to the reading 
material without having a preview of the passage. Generally, his reading was attributed to 
processing the whole paragraph before he stopped to reflect on his comprehension. Here 
is one example:
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Text: (for one day or eleven weeks) at Le Cordon Bleu in Paris or painting at 
the Aegean Center for the Fine Arts in Greece. There are classes in art 
collecting at Sotheby’s in London or Indonesian music at the Naropa 
Institute in Bali. There is marine biology in Jamaica, archaeology in Israel, 
meditation in Nepal, film in Sweden. But for those who don’t have a lot of 
money for tuition
Suri: for one day or eleven weeks at Le Cor-don Blue?... Le Cor-don Blue in
Paris ... or painting at the ... Ae-gean ... Ae-gean? ... Ae-gean Center for 
the Fine Arts ... Fine Arts in Greece. There are classes in a r t ... art 
collecting at So-the-by? ... in London ... or Indonesia ... music at the 
Naropa Institute ... Naropa Institute in Bali. There is marine ... biology ... 
marine biology in Jamaica ... ar-chae-o-lo-gy in Israel,... meditation in 
N epal... film in Sweden. But for those who don’t have a lot of money for 
tuition.
There are many strange names o f places for different activities. Tuition 
means to study.
The record shows that Suri read the text word by word, attempting to make sense 
of it automatically. It shows that he did not recognize the place names. He only stopped 
to reflect his thought when he hit the word “tuition”, and decoded it.
In decoding unfamiliar vocabulary words, the think-aloud protocols revealed that 
Suri seemed to apply the contextual clues as well as the structural analysis knowledge to 
aid him in decoding words. This obviously showed one of Suri’s strengths in using 
reading strategies effectively. Here is one example:
Text: Now, not all travel is expensive, so lack of money doesn’t have to hold
people back. And these days there is an enormous variety of possibilities 
for people of all interests.
Suri: Now not all travel is expensive ... so lack of money ... doesn’t have to
hold people back ... hold people back. And these days there is an 
enormous ... enormous variety ... enormous variety of possibilities for 
people of all interests ... possibilities for people of all interests.
I  see. The word “interests” used here is a noun, and this paragraph talked 
about traveling. So it should mean the things that attract people or 
interesting to people.
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The above snippet exemplified that Suri tried to figure out the part of speech of 
“interests” in this context to clarify the appropriate meaning. The following was another 
illustration that displayed an effective use of contextual clue to guess a word meaning.
Text: People who enjoy ocean travel but don’t have money for a cruise ship
might try a freighter. Although freighters can carry cargo from country to 
country, most can carry eight to twelve passengers.
Suri: People who enjoy ocean ... travel but don’t have money ... for a cruise ...
a cruise ship might try a freighter ... freighter ... Although freighters can 
carry cargo ... from country to country, most can carry ... e igh t... eight 
to twelve passengers.
Freighters? Cruise ships should be different from freighters. Oh, 
freighters can carry cargo. So freighters should mean ships that are 
mainly used to carry cargo.
From the brief excerpt, it shows that Suri was unsure of the difference between 
cruise ship and freighter. He did not know what a freighter was. But once he kept reading 
on, the context helped him to be able to guess the meaning of freighter. This shows that 
Suri had the basic knowledge of the language itself that the other students lacked.
In processing the whole passage, he employed translation and guessing meanings 
from context the most. He also utilized re-reading, summarizing, and using prior 
knowledge strategies in helping him read he text.
Retellings Analysis
In the retellings of Kit, Veera, Soti, Wan and Sut, they generally included only 
partial information. The story they retold was very brief, and clearly indicated a lack of 
thorough understanding of the text. They did not indicate the main ideas presented in the 
text. They merely mentioned some minor examples that they could remember from 
reading the text. In other words, what they retold was not the essence of the passage. 
Moreover, the way they related the story lacked a good organization. They did not state
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the major ideas, but they only provided some unimportant examples about different kinds
of traveling that explicitly appeared in the text. This is an example of Sut’s retelling:
This story was about the story of travel. The world was very big and there were 
many places to visit. It talked about outstanding landmarks of each country. 
People could travel by train, plan, and cruise. But people didn’t have much money 
to travel. Traveling meant a lot of expenses. Thus, there were some 
advertisements to recruit those who were interested in working overseas. 
Volunteers were welcome. For volunteers, they didn’t have to pay for their travel. 
They could work, and at the same time they could study about culture. The story 
gave examples about tourist places and many means of transportation such as the 
Trans-Siberian Train.
On the other hand, Suri appeared to exhibit the overall understanding of the text. 
Although his retelling was considered relatively short and without richness of detailed 
description, Suri was able to report the main content of the passage with flow. He did not 
provide minor ideas that he should have in order to elaborate what he orally retold, 
though. It would be better if he connected his personal comments with the ideas 
presented in the text in order to show his ability in synthesizing the information because 
the detail that Suri retold was clearly discussed in the reading passage. This is his 
retelling:
The story dealt with travel. People could travel more easily and there were many 
ways for them to choose from. We didn’t need to be rich to travel to other 
countries. There were many reasons for people to travel. In the past, people 
tended to travel mostly by train, but nowadays there were many forms of travel. 
We didn’t have to travel only by train like before, which was a popular means of 
transportation. The passage mentioned that for rich people, there were many kinds 
of tour programs that offered many places to visit depending on their interest. I 
couldn’t remember the names of the places, but it was somewhere in Moscow. 
One interesting travel program that was mentioned was a tour program organized 
for people who liked to play detective. People who joined that detective program 
would travel by train from New York to somewhere in Canada. In addition, if we 
wanted to have an experience to travel to other countries for a short time, we 
could take a short cooking course or a music course. The passage provided many 
examples of different names of tourist spots in many countries where people 
could choose to do interesting activities. We could even volunteer to do 
something for an organization. That meant we worked for them and the
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organization or association would send us abroad, which was good for those who 
didn’t have much money. So we didn’t have to be rich to travel to other countries 
like before. The passage also discussed that we should try to preserve nature when 
we traveled.
Section Summarization 
Data from the think-aloud and retellings analyses provide great insight into the 
students’ reading behaviors and performances. The first think-aloud informs the overall 
picture of the participants’ reading performances. It becomes more evident in the second 
think-aloud experiment to see the reading patterns of these students, which provides me 
with a clearer picture of how these students processed English written texts as a second 
language based on their performances. In the third think-aloud, the analysis confirms my 
assumption emerging from the previous think-alouds, and I could see the reading patterns 
of these students more clearly.
Students’ Think-Alouds o f the Expository Texts (Texts 1 and 3)
From the analysis, I found that, in reading the expository texts, Suri’s reading 
could be categorized as high-level reading. In the data for Kit, Veera, Soti, Wan and Sut, 
their reading was at a frustration level; they found the texts too difficult for them. They 
had a difficult time in reading these texts and they also spent considerable amount of time 
in the reading tasks. They seemed to get stuck in an early stage of reading development, 
meaning that they lacked the knowledge about the English language in multiple levels. 
For example, one of their major reading problems is they did not possess enough 
vocabulary and phonological knowledge base so they could not extend what they knew 
about the letters and sounds correspondence to unfamiliar words. Thus, they made 
substantive miscues. In other words, they did not know how to read many words
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properly. The lack of phonological knowledge could explain why they did not try to 
correct numerous mispronounced words they made. Additionally, they did not know how 
to read English written texts strategically. They depended and gave a lot of importance on 
word meanings when they processed the text. When they could not decode many words, 
they failed to understand much of what the text was trying to present. Moreover, they did 
not demonstrate use of a variety of reading strategies, and they did not use them very 
effectively. They predominantly used translation to process the text. “There were some 
parts that were difficult. I could not translate them. The reason was I did not know a lot of 
vocabulary, and that was the important factor that obstructed my comprehension,” Kit 
explained the difficulty he experienced in reading.
What made Suri read differently from his friends is that he demonstrated higher- 
level strategies when he read the text. He did not depend too much on word meanings, 
but he’d rather try to get the main idea of the text as demonstrated in the think-aloud 
analysis. In addition, he demonstrated that he knew what strategies he was using and he 
also evaluated and adjusted his reading strategies appropriately to achieve a reading task 
such as he chose to not to pay attention to some unknown words when he could 
understand the gist of what he was reading. He could do this because he already had 
mastered the lower level skills of word recognition and fluency. At the end of his reading, 
Suri demonstrated a unique strategy. That is, he summarized the gist in his own words to 
check his overall comprehension. This might well reflect a good and effective use of 
reading strategies a metacognitive and competent reader is supposed to employ.
Interview transcriptions after the think-aloud experiment also confirmed that Suri 
did not find the texts difficult and he read them with ease. “Overall, the passages are not
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difficult. There are a few words that are troublesome, and unfamiliar. But I can guess 
from the context,” Suri finally commented.
Students’ Think-Alouds o f the Narrative Text (Text 2)
Overall, I discovered that everyone except Suri relied too much on word 
meanings because they had inadequately developed lower level skills. Even though Soti 
seemed to struggle the most, the common reading patterns of these students were quite 
similar in that they demonstrated the same basic use of reading strategies, which reflected 
their lack of various reading strategies. To illustrate, they read as if every word and every 
detail in the passage were important and meaningful so they had to read step by step in 
continual sequence, without a purpose and a good planning. This probably was due to the 
fact that they had no basis on which to conclude which word or detail was important.
They did not try to interact with the text such as trying to get the overview idea of the text 
or finding the author’s meaning, etc. They read attentively into the text trying to translate 
everything. They did not show their understanding of what a good reading was. That is 
they did not try at all to uncover the underlying meanings of the text. They did not try to 
connect the story with their personal experiences or their schema knowledge, either.
To these five students, it appears that knowing a lot of words constitutes a good 
reading; reading means translating the scripts in the text. It is true that at least knowing a 
lot of words is a prerequisite for good reading, but there are other factors beyond 
knowing a lot of words to make students become proficient readers. Kit, for instance, 
made a comment in the interview that he had never seen a great number of vocabulary 
words in the story. When he read the text, he knew he did not get the ideas quite right.
The writing style of the text was different and that was another factor to make the text
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more difficult. Kit, Sut and Soti described that they had trouble with incorrect phrasing or 
chunking while reading due to the unfamiliar text structure of the passage. When 
compared with the first text, these five students found the narrative text more complicated 
to understand. “The academic expository passage I read in the first think-aloud was 
easier. I was more familiar with that type of text. I could make more guesses at contents, 
but it was harder to guess when I read a fairy tale,” Veera commented.
On the contrary, Suri showed signs of being a proficient reader. He could read 
quite fluently and correctly with a clear pronunciation. He would stop reading to reflect 
his thoughts or to make sense of the text periodically when he realized he needed to. He 
mostly read long chunks of information and digested them. He would adjust his reading 
strategies when he failed to understand some parts. For instance, he would slow down his 
reading, re-read them, or paraphrase them out loud in his own words. He clearly 
demonstrated some effective strategies that the other students did not employ such as he 
used parts of speech to help him guess some word meanings and he utilized a verifying 
technique to confirm his previous guessing. At the end of the reading, Suri reflected his 
reading process:
The vocabulary is fairly difficult. I understand the story to some degree. It is a 
fairy tale. So when I read, I had to imagine along with what the characters were 
doing to follow the plot. The way the story was organized is not common. There 
are a lot of dialogues with a lot of chunks, which require a careful reading. And 
many words are hard to pronounce.
His reflection showed that he realized that the storyline of the text was quite 
complex so he tried to build up the images of the characters. This technique could 
monitor his comprehension and could avoid the confusion resulting from the complexity 
of the plot. This showed that he demonstrated some uses of metacognitive strategies; that
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is, he monitored his reading, adjusted his strategies and evaluated his comprehension 
while reading.
To conclude, I have evaluated and summarized the students’ readings based upon 
their performances from the three think-aloud texts and retellings, and categorized the 
students into two clusters as shown in Table 12.
Table 12











strategies in reading 
expository Texts 
(Texts 1 and 3)
Read with fluency and 
accuracy
Read quite long chunks
Construct meaning while 
reading
Demonstrate some effective 
uses of reading strategies
Demonstrate a lot of 
comprehension





Read with little fluency and 
accuracy
Break the text into small phrases
Read and try to decode every 
word
Demonstrate a few reading 
strategies
Demonstrate little comprehension
Recall few main ideas
Translation 












(Kit, Veera, Soti, Wan and Sut)
Frequently-Used Translation Translation
strategies in reading
expository texts Guessing meanings Re-reading
(Text 2)
Reflecting ideas Using a dictionary




Student in Cluster 1: Suri. It is obvious that Suri read more strategically than the 
remaining of the participants. In general, he could read quite skillfully and possessed a 
clear pronunciation. He exhibited signs of being able to read strategically. He 
demonstrated effective uses of reading strategies. He was able to read the texts quite 
comfortably. He would be regarded as a proficient reader who demonstrated various uses 
of top-down reading strategies. He demonstrated some metacognitive knowledge in 
reading English texts. That is, he evaluated, adjusted his reading strategies and he 
checked overall reading comprehension when he finished reading.
Students in Cluster 2: Kit, Veera, Soti, Wan and Sut. These students showed little 
accuracy in sounding out words and had great trouble with making sense of the reading 
texts. They depended too much on word meanings. They showed poor reading skills and 
a lack of reading strategies, which dramatically affected their comprehension. In other 
words, they did not demonstrate the use of various reading strategies. As a consequence,
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they read English texts as if they did not speak the language well enough to make sense 
of it. They read the texts very unstrategically.
Analytical Conclusions
Everyone, except Suri, would be regarded as non-readers in English who 
demonstrated minimal reading skills and strategies in processing the texts. It was evident 
from the analysis that the five students in Cluster 2 could not read the think-aloud texts 
effectively and strategically even though they required to read relatively more difficult 
texts in the reading course they were taking. Therefore, it would be reasonable to state 
that they read far below their reading level, meaning that they should be able to read the 
experimental texts with more ease and comfort considering from the length of time they 
have studied English.
The example from the first think-aloud when Kit read the text about passenger 
pigeon supports the point. In his think-aloud of the sentence “The story of the passenger 
pigeon is just one”, Kit could not read the word “pigeon”. He did not have any 
background knowledge of the story of the passenger pigeon so he tried to translate 
“passenger pigeon” separately. In addition, he was not sure of the meaning of “pigeon” 
and he interpreted the sentence as “The story was about transportation,” which is out of 
context. This example shows that Kit’s failure in processing the text is due to many 
factors. To illustrate, he did not have crucial reading elements to help him read 
efficiently. He had many reading problems at semantic and syntactic levels, and possibly 
at grapho-phonemic level, too. Moreover, he did not get the context of the reading and he 
lacked prior knowledge of what he read about the passenger pigeon. These critical 
reading factors led him into a misinterpretation and comprehension failure.
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Basically, the analysis shows that the students in Cluster 2 encountered similar 
reading problems like Kit in multiple dimensions. They clearly could not read English 
texts effectively and their English was so weak. Not only did they show a lack of 
decoding skill to help them read correctly, but they also failed to demonstrate sufficient 
knowledge of semantic, isyntactic elements, etc. in the act of reading. In other words, they 
were not well-equipped with multiple reading elements necessary to help them process 
English texts; for instance, they could not sound out words properly; their decoding 
strategies were not effective to figure out word meanings; they were confused when they 
came across complex sentences; and they did not have prior knowledge of what they 
read.
One must possess adequate word identification and fluency skills in order for 
comprehension to occur. Since many of these students did not have the prerequisites, they 
were unable to comprehend texts and to use any comprehension strategies to read texts 
strategically.
Suri, on the other hand, was able to utilize necessary reading tools to comprehend 
English texts. The evidence from his thinking aloud of a paragraph in the third text is a 
good example. That is, when Suri read the paragraph, he hit the word “a freighter” and 
was not sure of the meaning and how it differed from “a cruise ship” that he came across 
before, he continued reading the whole paragraph. After he stopped to figure out the 
distinction between these two terms, he could grasp the overall picture of the text and 
successfully identify the difference between them. This shows that he had the basic 
knowledge of the English language and reading skills in many dimensions to help him
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figure out unknown words strategically. This proves that Suri possessed critical reading 
skills in many areas, which the other students lacked, to make him an efficient reader.
In conclusion, the analysis demonstrates how these two groups of students from 
the same area read very differently. Suri’s learning performance and experience definitely 
demonstrated that his learning outcomes were more outstanding than those of the other 
participants judging from the think-aloud experiments and his overall academic 
performance. Suri’s literacy practices such as reading novels, magazines, etc., in his free 
time benefited his learning and contributed to his ability to read more strategically than 
his peers. He could make a transition into a more advanced literacy community, i.e. 
working part-time in a tourist restaurant where English is required, taking interview tests 
with native speakers for scholarships, etc. Thus, it would be logical to make useful 
recommendations by exemplifying his case as a learning model for Thai students to learn 
English successfully, which will be discussed in detail in the next chapter.
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CHAPTER 5 
DISCUSSION
Kibby (1996) suggests that a good discussion chapter usually summarizes the 
findings of the study and presents conclusions based upon those findings. I follow 
Kibby’s suggestion by beginning this chapter with a synopsis and discussion of the 
findings to conceptualize a big picture of significant issues found in this inquiry in 
response to the research questions. In my discussion, I draw critical analyses and 
interpretations emerging from the findings in linkage to the literature that is earlier 
reviewed. To clarify, the cognitive and sociocultural frameworks that focus on the 
language acquisition and development in learning English will support the discussion and 
interpretations. This chapter will end with implications for classroom practice, 
conclusions based on those findings, limitations of the study and recommendations for 
future research.
Synopsis and Discussion of the Findings 
Unanticipated Outcomes
One of the research questions sought to find what cognitive/metacognitive reading 
strategies the participants used when reading a range of texts authentic to their college 
experience. All in all, the analysis of the think-alouds across the three texts revealed that 
all the students, except Suri, demonstrated low-level reading strategies in processing the 
experimental texts. Their English proficiency was very poor; they did not have a large 
size of English vocabulary knowledge stored in their heads, etc. Thus, when they read the 
texts, they had a lot of trouble with sounding out words, understanding word meanings
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and sentence structure, etc. Their reading skills were so weak that they missed out a lot of 
important ideas presented in the texts. For instance, when they tried to access word 
meanings, they did not employ different word recognition strategies to decode them.
They mainly utilized a dictionary. In addition, they made a lot of miscues, and they did 
not show they tried to self-correct them. It seemed they were still in the process of 
learning to decode and recode English written words. By recoding, I mean the ability to 
“match the letters with the sounds, forming a visual and auditory image of a word”
(Birch, 2002, p. 5). In other words, they basically had not developed solid knowledge in 
the relation between letters and sounds to help them read properly and fluently.
Due to the fact that many of these students read at a much lower level than 
expected, the issue of metacognitive strategies in reading comprehension for five of the 
six students did not emerge. Thus, this study did not answer the research question about 
metacognitive strategies in reading comprehension, except in the case of Suri. In other 
words, most of the students’ reading ability was so poor that any analysis of 
metacognitive reading comprehension strategies was essentially impossible to make.
The outcome of the study on this issue was not expected because I had succeeded 
in using think-aloud procedures with another group of students in a pilot study and I 
hoped that having the students think-aloud texts would work in the current study. 
However, it was beyond my expectation that the students’ reading ability in the present 
study would be a great deal lower than I thought and would result in the impossibility to 
analyze metacognitive reading strategies. Thus, I shifted my research focus by using a 
sociocultural theory such as the classroom structure, student learning opportunities, etc.,
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to look at how these variables had an impact on their learning difficulties, which I earlier 
described.
Although the think-aloud data could not be used to serve the original purpose, 
they still rendered substantial implications about these students learning and could be 
used to support other findings. For example, nearly every student found the think-aloud 
reading texts much more difficult for them even though the experimental texts were 
compatible in terms of the difficulty level with the course texts that they had to read for 
the Reading Skills course. From their think-aloud outputs, I grew concerned about their 
reading performances in the reading class. I was curious to know what they thought about 
the reading passages for the Reading Skills course as the issue of using the appropriate 
level of text emerged. Most of them, except Suri, responded that they found the course 
materials difficult. Soti said, “I hardly find any English texts easy to read. I only read 
what I require to read for class. Most English texts look the same to me. It means they are 
all difficult to me.” Sut made a reflection, “I would use pretty much the same strategies in 
reading other English texts as I used in reading the think-aloud texts. The only difference 
is I will use a dictionary less often if the texts are less difficult.”
This could suggest the need for using appropriate texts both in reading level and 
vocabulary in teaching English, which will be discussed further. The subsequent 
discussion about the students’ previous learning experience and practices in a local 
community context also helps to explain these students’ reading phenomena.
Students’ Learning History
The second research question sought to discover the EFL instruction the students 
received in the past and how it contributed to their reading practices and strategizing.
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Previous instruction. In these case studies, it is evident that the teaching of
English for the students did not lend itself to discussion and the use of language. The
emphasis was put upon teaching grammar at every level. The teaching method did not
support the scaffolding technique in helping the students to learn new knowledge.
Teachers mostly gave lectures and the teacher questions did not provide cues or prompts
for the students to relate to or connect with what they already knew. Teachers judged the
students’ answers as right or wrong. Thus, the students lacked motivation in learning and
improving their English as a result of the instruction and treatment they received from
their teachers in their previous years of schooling. Moreover, their literacy practices
outside school were rare at every schooling level.
Kit’s comments about his past English literacy experience could best summarize
and explain what has been found to be the significant impacts on these students’ learning
outcomes, which include teachers’ instruction and learning opportunities.
One teacher taught many subjects. English was not the area of specialization of 
some teachers. Some teachers were not skilled in English, but they had to teach 
English due to the teacher shortages. Thus, English was a little-taught subject. 
More than that, the instruction was not constructive and viewed by most students 
as undesirable. There was little student involvement during the class time. The 
teachers regulated and managed the classroom activities driven by their sole 
decisions and discretion. The teachers placed a lot of burden on students to 
memorize the spelling and decoding words. That was why I did not like English.
From the student’s reflection, it could be reasonable to conclude that the English
instruction was considered to be weak in the regular school program in the sense that
teachers were not trained to teach children. Besides that, the lessons were carried out with
the same monotonous technique, and with a tedious atmosphere, and that resulted in
negative attitudes of many students towards English.
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What I have learnt from my participants’ histories of language acquisition 
experience in schools is that the long process of their English learning and development 
has proved to be somewhat unsuccessful and ineffective. Their learning experience 
lacked hands-on practice and real use of English so they did not much develop new 
concepts or learning through their participation in language activities (Vygotsky, 1978).
A mismatch between curriculum and classroom practice. By considering what the 
students reflected and the goals of the national curriculum in English in Thailand, I 
observed the contradiction between what was expected in the curriculum and what was 
actually carried out in the real classroom. To clarify the point, it is expected from the 
curriculum that students should be given the opportunity to experience the hands-on 
learning and the curriculum suggests a unique educational philosophy that promotes 
learning through doing. However, the study showed that the lecture instruction and the 
learning of grammatical rules were often mentioned from primary level through upper 
secondary level, and that there was a lack in incorporating and integrating an 
individualized approach that could aid at-risk or low-performing learners to keep up with 
the lessons. If students struggled, they had to take care of themselves. Teachers claimed 
that they had to manage a large class of about 30-50 students, and had no time to attend 
to individual students. Hence, the opportunity to apply the student-centered approach was 
considered as impractical and usually ignored. They usually stood in front of the class 
and gave a lecture to the whole class, gave some time for students to complete exercises, 
and then provided the correct answers. They did not take students’ attitudes into serious 
consideration to help them improve their learning more effectively.
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This explains that their teachers neglected to consider bringing issues of affective 
and social factors, students’ need, motivation, etc. into their teaching. The students’ 
language acquisition was not developed through socialization and scaffolding from their 
peers or teachers, which is important in language learning development (Ochs, 1988, & 
Cazden, 2001).
Students’ voices toward their learning. From this study, the major issues 
addressed by the students that hindered the learning progress are a) big class size (thus 
there was little interaction); b) the teachers did not stimulate them to talk by using new 
techniques; c) the lessons lacked real practice, and the students had no opportunity to use 
English; d) there was very little discussion during the lesson because the teachers had a 
lot to teach to cover the course contents. Teachers talked most of the time, and students 
listened to the lecture and studied passively; and e) there was a lack of learning support. 
Schools did not provide modem and sufficient learning materials to promote the students 
to research or search for more information besides the class time. The discussion below 
describes in detail what the students claimed to be the major teaching-learning features 
they came across throughout their learning experience.
In school, the teachers prioritized the grammar and vocabulary lessons over other 
linguistic aspects in their teaching from pre-primary to upper secondary levels. The 
grammar lessons were conducted in the manner that required students to memorize the 
parts of speech of the words, their meanings, and linguistics rules. The instructional 
activities basically followed the format of teach-translate-drill-memorize pattern. The 
teachers would have the students to do exercises either in the textbooks or in the 
worksheets provided by the teachers after the drill session. In completing exercises, the
206
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
students mostly had to change the word order according to the syntactic features. Simply 
put, the grammar lessons focused on structured repetitions, grammar pattern drill 
responses, and immediate error corrections. Grammar-Translation methodology played 
the integral role in the students’ learning experience rather than a communicative 
approach, which considered an effective communication in authentic situations as the 
essential goal.
The students’ reflections serve as supporting evidence to back up this claim. They 
claimed that teachers did not support a scaffolding technique to help them learn new 
concepts and the instruction was conducted in a monotonous manner. For example, Kit 
made a reflection that he did not like the instruction he received because he had to 
memorize a lot of rules, and received little assistance from the teachers. Suri, in addition, 
voiced that the teachers predominantly directed the students what to do, and there was 
little student-student, and student-teacher interaction. The students realized that there 
should be other teaching methods to teach students, besides the Grammar-Translation, in 
the EFL classrooms where the target language was not in much use in the everyday social 
context.
Reading practices and strategizing. In reading classes, the students learnt reading 
by listening to the teacher translating each sentence to them. The students then developed 
the bottom-up reading approach. They learned the learning lessons passively, waiting for 
the teacher’s translation, without taking personal or interactive responses with the texts 
while reading for comprehension. They regarded vocabulary as the major element in 
reading texts, and paid a serious attention to every unknown word. To them, reading for 
comprehension greatly depended on word meanings. As a consequence, they
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demonstrated low reading skills when they read and they failed to read strategically as 
evidenced in the think-aloud experiments.
It appears that the English reading instruction described by the participants 
depended too much on rote learning, meaning that they memorized things without 
understanding. There is no doubt that memorizing without understanding can lead at best 
to very limited learning outcomes (Watkins, 2000). Reading instruction and practice 
mainly involved the translation method used by the instructors. As a consequence of the 
experiences, most students developed a bottom-up view of reading, interacting passively 
with text with the ingrained purpose of knowing every unknown word and mastering the 
details the writer had set forth. They did not demonstrate a varied use of effective reading 
strategies. Moreover, they did not show awareness in controlling, monitoring, planning 
and evaluating their reading strategies while reading; thus, they did not show signs of 
being metacognitve readers (Flavell, 1979). Their reading skills were causing concern to 
their teachers. Such learning conditions and outcomes have caused the students to lose 
motivation to learn English later at higher levels.
This study partly reflects the nature of reading and the outcomes of the reading 
instruction in particular. For students, reading is more than a solitary, cognitive process 
(Cazden, 2001). Reading is something one does in groups and may be led by a teacher. It 
is a social, interactive activity. As Cazden (2001) points out, learning to read is deeply 
embedded in the interaction that takes place between teachers and peers in reading group. 
Teachers’ instruction, class activities and class management can have a profound effect 
on whether students learn to read. Likewise, students’ engagement in answering 
questions and responding to other students can indicate whether they learn to read. The
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participants in this study claimed that they had hardly been trained necessary reading 
skills and reading strategies in their earlier educational levels. That is, the teachers mainly 
used the translation method to teach them the meaning of every unfamiliar word.
Less emphasis on speaking-listening skills. Teachers regarded speaking and 
listening skills as peripheral components with less significance for language development 
that would lead their students to attain the learning goals, that is, to get high scores in the 
national entrance examinations. It is somewhat prevalent that the goals of the English 
lessons practiced in every level sharply contradicted to the ultimate goals stated in the 
national curriculum of the foreign language learning as previously outlined.
Consequently, lessons on pronunciation received little attention, and conversational 
ability was not seriously encouraged and supported in most levels of the students’ 
learning experience.
The analysis showed that teachers focused on the content that they had to teach 
their students. The instruction was cognition driven. They tried to teach what they 
prepared in their own ways, without taking into consideration the issues of the role of the 
students, power in the classroom, interactive participation, etc. that could drastically 
affect the learning. In other words, there was a lack in learning support, learning 
opportunities, hands-on activities, language practice, etc. that promoted more language 
exposure to the students. These are substantial issues that the students claimed missing in 
their previous learning. They viewed practical tasks and opportunities to use English 
realistically as critical that should be implemented as substantial processes in learning 
English.
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Section conclusion. Through the students’ formal learning at school, it would be 
logical to conclude that the students were unhappy to some degree with their English 
instruction when they looked back at their previous learning experiences. Interviews 
indicated that the students studied English because it was a mandatory subject. Actually, 
they had a positive perception towards English, and foresaw a lot of benefits to acquire 
the language. They regarded English as necessary and crucial in their future career and 
education. However, they did not much appreciate learning English. This assertion 
sounds like a paradox or self-contradictory. This issue prompted me to explore further to 
find out the main reasons. I found out that students seemed to gradually lose motivation 
to learn English year after year. This was mainly due to the fact that the instruction was 
not conducted in a meaningful and supportive environment. The students then lacked 
motivation to leam it. They had to learn it just to pass the course and the grade level. It is 
imperative they study English. Thus, that seems to be the only salient reason that makes 
them study English.
These students’ comments and reflections suggest that a wide variety of methods, 
not only the teacher-led lecture, should be integrated into implementation such as the 
small-group or whole-class discussions, teacher demonstrations, student presentations, 
self-directed learning, and individual help. With a combination of cutting-edge methods, 
the instruction might produce a livelier and more innovative atmosphere conducive to a 
better learning in that students would be provided with more opportunities to use English 
in and outside class.
How English Was Taught in a Reading Class
To summarize teaching-learning activities of a reading class, Sut’s critical remark
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vividly portrayed the situated context in which she studied English at a university in her 
hometown.
In class, I like the activities that my teacher has students get involved. Although I 
don’t like to participate in them, I find that they are useful. I think we need more 
student-centered activities. We need to read a variety of English texts. I believe 
that my friends and I need help from teachers to improve our oral reading and to 
comprehend texts. Outside the class, I sometimes practice to read English 
newspapers, about once a month. In total, I spend about 5 hours a week engaging 
with English, including the class time, homework time, and news reading time. 
When I am not in school, I have no opportunity here in my hometown to expose 
to the English language as we all speak Thai. I have nobody who can help me 
with my homework when I am not in school.
From the students’ point of view, active participation, hands-on practice, 
opportunity to use the language and intellectual ability are believed to go together to 
maximize the learning potentials. However, the students voiced that many of these 
necessary components are still missing to reinforce and support their learning. It could be 
analyzed from the students’ comments that interaction is a key ideological message that 
should be incorporated into the learning process. Hence, it is to be seriously considered 
that the emphasis on reading, vocabulary, and articulateness is tied with group work and 
student-centeredness.
However, when compared with the past instruction these students received, they 
agreed that the way Kam taught was much more interactive and student-centered. Hence, 
they tended to develop a more positive attitude toward learning English. Most of them 
realized that Kam was trying hard to get the students involved in the class activities. For 
example, she had students work in groups and present the work, assigned a group project 
on a topic of students’ choices, etc. Students were involved more in her class. However, 
Kam acknowledged that she could not do as much of such activities as she wished due to
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some limitations such as a large number of students, limited class time, classroom 
structure, students’ low reading skills, appropriateness of course materials, etc.
Study materials. One of the recurring themes as I informally talked to Kam and 
some teachers at the university about the students was the level of their reading ability. I 
agreed with the teachers that the reading ability of the majority of the students was 
relatively low, judging from their performance in the classroom. Some teachers seemed 
to put the blame solely on the students’ intellectual abilities, without considering that the 
fault should have lain, partly, in the previous instruction in the primary and secondary 
schools. In other words, they did not feel that the students were a product of or attributed 
in some way to the curriculum or instruction and learning opportunities. They did not 
think that it was part of their job to make up or correct whatever had gone before. “Most 
students were unable to answer open-ended questions after reading a text. They had poor 
reading skills and they were unable to read class materials independently,” one of the 
teachers complained. This raises a salient issue in study materials that affected learning 
effectiveness. To elaborate, most students found the reading materials used in the class 
very difficult for them, meaning that the reading texts were not appropriate for their 
actual level. Kam responded on this issue, “When we (English teachers) choose 
textbooks for the course, we usually consider commercial textbooks designed for 
intermediate level, which is considered suitable for university students in general. We 
hardly look at our students’ actual reading level.”
In discussion of the study material issue, I would like to refer back to the scenario 
in which I was trying to help the individual students complete a group assignment. By 
observing students in the class alone, I would not have a clear sense of how poor the
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students’ reading skills were until I had a chance to work with individual participants 
when they were trying to read a text of their choices as a group assignment. In working 
with them, I noticed that the texts that they selected to read seemed to be above their 
reading level. They struggled a lot as previously described. I wondered why they selected 
difficult texts that were beyond their comprehensibility. I asked them who made the 
decision in choosing the text for the group. They replied that every member was 
supposed to bring a passage to the group meeting. Then they would vote which one was 
most interesting and suitable for them. They did not have a chance to read them all before 
making a decision. They only judged from titles. After they made a decision, they made 
photocopies of the text they agreed upon to every member to prepare and discuss it in a 
later meeting.
I generally found that most students did not have the ability to read texts well. 
They spent a lot of time on finding word meanings in a dictionary. They read a text 
slowly and did not know what they should do to fix their failure in comprehension. 
Therefore, most of the time, they ignored it and took no further action to remedy it. They 
said most texts were difficult for them and they would use the same reading techniques.
This prompted me to ask them more about the passages from the textbook that 
they were using for the course. Most of them replied that they also found them very 
difficult. They could not understand them on their own if nobody helped to translate 
them. That was one reason why the students were usually quiet when Kam asked them to 
answer questions. They could not comprehend much of the passages read in the class.
This implies that the reading materials used to teach them were not appropriate 
for their level. In other words, they had to read the texts that were beyond their reading
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ability. They were forced to read the texts that were too complicated and unmotivating. 
Consequently, they had a hard time with the course. They did not know what they should 
do to read better as shown in the earlier interview transcriptions. Students need to read 
texts at their appropriate level to develop “automatic, fluent, and many unconscious 
bottom-up processing to do better top-down processing to improve comprehension,” 
(Birch, 2002, p. 9). Having students read texts beyond their level is not always a good 
idea as they might lose motivation to read and might stop reading. If they do not read 
extensively, their reading skills will not improve. Teachers should consider evaluating the 
texts they are using to make sure that students read texts appropriate to their level. 
Teachers should promote extensive reading by assigning students to study in depth on a 
topic that captures their interest, the same way that Kam used. This might help to 
motivate them more to practice wide reading from other sources to complete 
assignments.
Implications for Classroom Practice 
What I have learnt from these case studies is that the concepts of sociocultural 
theory and classroom discourse play a less important role in these students’ classroom 
context in Thailand even though I believe it is very significant in language learning. 
When Gee (1999) talks about a political aspect engaged in language and social 
interactions, he includes the issues of power, status, identity, etc. These issues of 
language and politics in second language learning are somewhat abstract and need a 
concrete explanation to describe how to relate them to language development when they 
are discussed in a Thai context. The concepts of sociocultural and classroom discourse
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are often referred to more in western countries in the field of education. One reason I can 
think of may be due to the fact that in American and European societies, people are more 
diverse in terms of cultural, racial and linguistic backgrounds. As a consequence, these 
factors have a clearer impact on how people communicate, the way teachers teach 
students, etc.
To clarify, cultural models in classroom interaction in Thailand appear to be more 
limited, not very open like those in most western countries. That is, students do not really 
have true freedom to say things contrastively with their teachers. If students say things 
against their teachers, they will be regarded as impolite or aggressive. What I mean is if 
Thais take the political issue in language learning into classroom practice and try to 
change the roles of teachers and students by giving students true freedom and asking 
teachers to be more open-minded, this will conflict with our cultural practices in that the 
younger are expected to believe and follow what the older say. That is why in practice, 
real open discussions rarely happen in most Asian classrooms, which follow different 
cultural models.
The important roles of classroom discourse and social aspects are usually ignored 
in English classrooms in Thailand. Schools and teachers tend to overemphasize on 
cognition-driven instructional methods with the aim to teach as much linguistic content as 
possible, and overlook social factors that also have a great impact especially on foreign 
language acquisition. This practice proves to be ineffective at least in the learning context 
in a southern province of Thailand. In the sociocultural perspective, students need 
opportunities to use the target language appropriately in authentic situations outside 
classrooms as social practices to extend what they have learned about linguistic rules in
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the class. Learning is generated through social interaction. With limited exposure to the 
language use, learning seems meaningless to students. Those who are in learning settings 
where social practices of the real use of the target language take place tend to learn faster. 
This could be supported by the outcomes of a pilot study and this current study.
As previously mentioned, I conducted a prior study with another group of Thai 
students in Bangkok. Although the participants in the pilot study were graduate students, 
their interviews revealed that their exposure to using English outside the class and 
extensive reading in earlier grade levels contributed to their learning achievement. When 
comparing the participants in the earlier study with those in the current study, I have 
found that the issue of social context has come into play in language learning and 
development. To clarify, these two groups of students were from different locations: a big 
city and a southern province. The community context in the countryside limits the 
students in the current study to expose to using English. In some countryside areas, 
students do not see much importance of English in everyday life and they have little 
opportunity to have a direct contact with foreigners. There are very rare occasions for 
them to use English. For example, Suri had to work part time as a waiter in a nearby 
tourist island in order to use English realistically. Whereas in a big city like Bangkok, 
students have more exposure to the use of the language in everyday life because there are 
many international companies and there are many foreigners working, visiting, and living 
there. Surrounded by environments that are conducive to learning, students from big 
cities like Bangkok are more likely to make more progress in acquiring English.
Boon’s reflections below could best summarize and provide greater insight into 
the students’ failure in learning English in the countryside of Thailand. One of the main
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factors he claimed based on his long teaching experience was due to the fact that the
teaching-learning process in a local context did not allow students to use much English.
Most students got bored with learning English. Boon commented that student
involvement should be somehow integrated more in the learning process:
Learning English is actually not boring. Teachers can make it fun and interesting 
by integrating games, songs, etc., into their teaching. Students will enjoy learning 
word pronunciation, word meanings, etc. There should be a new curriculum that 
guides teachers how to engage students in the learning in an interactive and 
meaningful manner. In addition, there should be a staff development to train them 
new knowledge and teaching methodology. This is especially crucial for schools 
in the countryside because many primary school teachers do not hold a degree in 
teaching English or related fields. They have to teach every subject.
Boon’s comments echoed that most English teachers did not have or possibly
lacked a plan to develop their students’ learning except teaching the students to do well in
the university entrance exams. This is not to blame English teachers, but it reflects that
most of them might not bear in mind the ultimate goals of the English curriculum. They
might not even know what the goals are. They appeared to follow the instruction pattern
with the aim to help students score well in the university entrance examination. That
seems to be the only goal for the teachers and the students in teaching and learning
English up until grade 12. In other words, they taught their students to get high scores in
entrance exams or pass the important exams, not to develop the linguistic skills for other
purposes as stated in the goals. As a consequence, most students could not communicate
effectively in English after having studied it for a long time.
Boon further reflected that teaching English in Thailand was ineffective and
needed a revolutionary scheme to improve it. He stated that a recent official report
indicated that the great majority of Thai students did not achieve the learning goals set for
them in the national English curriculum:
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It is undeniable that English instruction in Thailand is a failure. Students have 
learned English for at least 10 years, but most of them can’t communicate with 
foreigners. They avoid speaking with them. They are scared to speak if they are 
asked to. The recent report about the scores of the English National Test 
intimidated and disappointed me. The results revealed that students scored lower 
at every level. The average scores at the primary school level, lower secondary 
level and upper secondary level were 37%, 32%, and 32% respectively. In 
addition, the average scores in English for the university entrance examination 
from 2002 to 2005 were less than 50%. This clearly reflected the outcomes of the 
teaching-learning processes of English.
Teachers should realize that students need a variety of instructional practices that 
respond to the ultimate curriculum goals to accommodate them with necessary learning 
tools and opportunities that can lead them to learn English more effectively. Most 
importantly, students should be guided and supported to engage in various activities that 
will allow them to use English authentically.
From the teacher’s voice and students’ learning outcomes, it is sensible enough to 
imply that in general English classrooms, there is a need for schools and teachers to 
recognize and employ national curriculum orientations and practices that serve or interact 
with the purposes and principles of the basic education set by the Ministry of Education 
in Thailand. It is important for teachers to consider hands-on activities and social issues 
that have been discussed in their instruction. Teachers should be aware that educating 
students with grammar and vocabulary lessons in a traditional fashion without 
recognizing other social factors can dramatically cause a negative impact on students’ 
overall performance and attitudes in learning English as evidenced in this study. 
Improving English Teaching and Learning in Thailand
Although the current study suggests that Thai teachers should take new 
perspectives in teaching English by considering social factors as well as new instructional 
styles into practice, this study also portrays the real situation in which Thai teachers have
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to handle in their teaching job. That is, they have to handle many students in one class; 
schools do not have enough qualified English teachers; and the community context does 
not always expose the students to using English in everyday life. Consequently, by 
considering all the existing factors and constraints that I have learned from this study, I 
would like to propose some practical recommendations to improve English teaching- 
learning processes in a Thai context based upon realistic situations through the 
combinations of the cognitive lens which emphasizes meaningful learning when students 
use their schema knowledge to make connection between new and existing knowledge 
(Poplin & Stone, 1992), and the Vygotskian theory perspective, which explores the 
nature of learning, and the sociocultural influence on cognitive development (Rogoff, 
1990).
Suri as a Learning Model
The proposed recommendations below are basically drawn from Suri’s learning 
model that other Thai students should ideally follow. The principles underpinning these 
recommendations arise from the fact that even though these six students had many things 
in common such as the types of school they attended since primary school level, the 
learning and community contexts that they were situated in, the instruction they received, 
etc., Suri clearly stood out in terms of the academic achievement. Suri’s learning was 
different from the others in that he learned to undertake literacy practices in various 
forms to maximize his learning outside the class. His learning model was similar to mine 
when I was in high school. Suri realized that if he wanted to master English, he had to 
make his own effort to use it outside the class. Suri made his attempts to learn English by 
exposing himself in a variety of ways to the language use. His practices have paid off. He
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intriguingly commented that taking lessons in class could not improve his learning as 
much and the only way that would benefit him much more was the opportunity to 
practice the authentic use of language.
Suri showed that he obviously demonstrated unique study behaviors when 
compared with the other students. For the other students, their study behavior was largely 
dependent upon the teachers’ instructions and directions of what they were supposed or 
expected to do. They carried over those study habits with them from primary school and 
did not have their own initiatives to take necessary actions to make further developments 
in their learning.
On the contrary, Suri started to discover that his progress in English was less and
less meaningful and that he could not rely solely on the instruction conducted in class.
After he evaluated his English proficiency, he adjusted his learning styles and
implemented necessary strategies in achieving his own learning goals.
As an English language learner, Suri was exceptional in that he believed that the
access to interactive opportunities was of paramount importance in learning foreign
languages. He, as a result, tried to share his ideas when the teacher asked questions. He
realized that what he gained and learned from class was not practical. He needed more
opportunities to practice his English in realistic situations. He commented:
I think there should be more native speakers of English to teach students at 
secondary level so that we could practice speaking with them. We studied a lot of 
grammar and we were not confident to use it. Schools should provide more study 
materials and facilities to facilitate the learning. In my school, there was one 
English laboratory, but we could use it for a limited number of times. We must 
share them with other classes.
The way Suri had learned and acquired the English language represented an 
unusual case of the countryside Thai students in general in that he was not hesitant to use
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the language outside the classroom. Unlike most Thai students, he tried to practice and 
speak it whenever he could. He self-evaluated his study performance and did whatever he 
could to remedy it. In other words, he tried to figure out how to better his English besides 
studying in class. He had tried whatever he could that would develop his English ability 
in every skill. He did not feel discouraged when he failed to communicate with foreigners 
at first, and he did not give up when he was not selected as a scholarship recipient. 
Instead, he kept trying harder and harder until his effort paid him off at a later time. He 
was among successful English learners when compared with the others from the same 
regional area. Table 13 sums up the major problematic areas in learning English found in 
the participants and proposed recommendations that may help to promote second 
language literacy development for Thai students. Some classroom teachers may find them 
useful and practical for their students. These recommendations focus on how the social 
language, student voices and meaning can be generated and transformed in instructional 
settings (Vygotsky, 1978). In other words, I view learning as cognitive development 
through social interaction processes.
Table 13
Recommendations for Classroom Implementation
Major problematic areas of
learning Current practices Practical recommendations
Unable to pronounce words Read after teachers Phonics instruction
Dysfluent reading Learn to read whole words Oral reading
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Table 13 (continued)
Major problematic areas of 
learning Current practices Practical recommendations
Low-level difficulties with 






Develop more on semantic 
and syntactic skills
Introduce reading strategies 
and foster metacognitive 
awareness
Boredom/No participation Teacher centeredness Group project on topic 
choices of student interest
Didactic Student-generated activities 
(role plays, presentation, 
dramatization)





Literacy as Cognitive Process
In the view of cognitive position, students need to be equipped with necessary 
linguistic tools in learning a language to build up confidence to communicate with others 
successfully. Taking the cognitive view into the discussion, I see that these students need 
to develop significant linguistic components in helping them read fluently, correctly, and 
strategically. The language areas that seem to be the major problems for these students in 
common are pronunciation, word meanings and reading comprehension.
Promoting decoding skills. To be specific, many of these students, except Suri, 
experienced low-level difficulties with word identification and pronunciation skills. They 
claimed that when they started learning English, their teachers had students repeat 
English words after them. Students had to find their own way to remember and retain
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proper pronunciation of English words. As a result, they did not have strategic ways to 
decode them. One possible way is to provide and promote explicit phonics instruction to 
students at the beginning of their learning. This is a very important step in learning to 
read English fluently. To support the point, Gass and Selinker (2001) suggested that 
English language learners need a strong background in English letter-sound 
correspondences in order to become good readers. Without a good background in 
phonological awareness, students are unlikely to develop an alphabetic language 
effectively (Birch, 2002) and they might have problems with learning to read and spell. In 
brief, Thai primary school teachers should center more on the phonological units of 
syllable, onset and rime to increase phonological and metalinguistic awareness to 
students instead of teaching them to read whole words.
Developing semantic and syntactic skills. Another major low-level difficulty 
found in these students deals with the confusion caused by word meanings and 
complicated syntax when they read. To become proficient readers, students need to know 
a variety of skills in figuring out word meanings such as structural features of words (i.e., 
prefixes, suffixes, roots, etc.). They also need to know “the varieties of structural 
patterns, and be able to analyze how those patterns are produced and how those patterns 
can be combined and transformed” (Klein, et al., 1991, p. 9). Thus, teachers should take 
into consideration in building up these skills to their students systematically through 
various activities that promote word-identification, decoding, text structure skills, etc.
Introducing effective reading strategies. These students did not have a wide 
variety of reading strategies to help them read strategically. They mainly used translation. 
This reading problem increases the importance of effective reading strategies and
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metacognitive awareness. If these students were able to become successful readers, their 
metacognitive awareness must be highly developed to compensate for low-level 
difficulties (Birch, 2002). Thus, there is a need to foster strategic reading processes and 
metacognitive awareness in developing literacy for Thai. To elaborate the point, more 
emphasis should be placed upon instruction to enhance reading and study strategies. 
Metacognitive awareness should be taught to students in order to help them become 
independent learners. Some strategies such as K-W-L (Ogle, 1986), and Reciprocal 
Teaching which focuses on summarizing (self-review), questioning, clarifying, and 
predicting (Palincsar & Brown, 1984) are the kinds of activities that poor readers do not 
carry out. These strategies reinforce the active control over one’s own cognition (Flavell, 
1979). In short, teachers should introduce various effective reading strategies to their 
students. Teachers should train them to monitor themselves what strategies should be 
used to achieve an assigned reading task, to evaluate their comprehension and to adjust 
their reading styles and strategies. Teachers should not teach only word meanings and 
translate every detail to their students.
Literacy as Social Interactional Process
Taking a position in a sociocultural perspective, I view language learning as a 
relation between the cognitive and the social (Vygotsky, 1978). However, the analysis of 
this study leads me to conceptualize the English learning of these participants as literacy 
within a local-based community in a Thai context where English is rarely used. Thus, it is 
important to move the students into a newer and broader literacy community. To do this, 
the students must learn from outside the school environment. Despite the barriers that 
prevent real opportunities from using English in the local community, there are different
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kinds of literacy activities that reinforce students to become interactive and socialized 
with other groups of people. The concept of literacy development should be extended to 
any situation in which students can learn to negotiate and interact with others through the 
use of the language. A possible way for local Thai students to learn English effectively is 
through extra-curricular activities.
Extra-Curricular Activities
There is one area that I strongly recommend for teachers and students in Thailand 
to take into consideration in teaching and learning English. That is, schools and teachers 
should include and promote extra-curricular activities and encourage students in getting 
involved with them so that they will have more opportunities to interact or communicate 
in English in realistic situations. From Suri’s literacy learning and practices, it is very 
important for teachers to suggest or organize useful activities that will allow the students 
to get more exposure to the English language besides learning the lessons in class to 
enhance their English learning.
Promoting extra-curricular activities for Thai students should be another valuable 
perspective that will benefit the students in learning English realistically as can be 
observed from Suri’s language developmental history. This concept is a very practical 
and realistic recommendation that would benefit students in exposing to the English 
language in Thai learning context. In other words, I emphasize the idea of promoting 
extra-curricular activities as part of English learning processes. The students will greatly 
benefit from gaining additional knowledge through hands-on activities outside the class 
that will prove meaningful to them as evidenced by Suri’s learning experience.
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The suggested extra-curricular activities that I propose below are drawn from the 
ideas consisting of cognitive processes on various forms of everyday social activities. 
From Suri’s literacy practices and my own, Thai students should be better provided with 
educational opportunities in broader community contexts through extra-curricular 
activities. This requires a good cooperation from both teachers and students in organizing 
instructional activities that allow students to gain access to the language use to attain 
optimal learning outcomes.
The use o f Internet and literacy resources. Teachers may suggest an extensive 
range of literacy resources and experiences through the use of Internet and library 
resources. Teachers should promote reading extensively from books, magazines, 
newspapers, novels or any texts both for academic and recreational purposes. Teachers 
should suggest some useful Web sites for the students to search for information. In 
encouraging the students to read extensively, teachers may assign a task that requires the 
students to study in-depth a topic of their interest. This activity will allow students to read 
a wide range of texts in order to come up with good ideas to complete the assignment. 
Students will enjoy doing it if they can choose what they want to do. Suri said that he 
read novels and many kinds of reading materials all the time during his free time. His 
reading practices paid off. He could read fluently and strategically.
Through the use of the Internet, students may also contact foreign pen pals by 
chatting or exchanging email messages with them. By this way, students will learn how 
to construct their intended messages and meanings through writing. They will learn that a 
written language activity is not only a tool for academic learning, but it is also a tool for 
social participation. From my own learning experience, I also had pen pals and I found
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writing letters to pen pals very effective in improving my writing. I found that my 
English writing was a meaningful and understandable means to communicate with 
foreigners. I also learned a lot from correspondence with my pen pals. From this literacy 
activity, not only did I improve my writing skill, but I also learned the way foreigners 
thought and their culture.
Learning through popular music and movies. Listening to English music and 
seeing English movies are also of great advantages in developing listening and speaking 
skills. Students can learn a lot of word meanings, slang, expressions, word pronunciation, 
conversation, etc. from them. Teachers might make use of English songs as lessons to 
teach in class. After having students listen to the songs, teachers then teach some 
important words and expressions in them. Students gain pleasure from listening to the 
songs and at the same time they learn how words are constructed and pronounced. 
Another suggestion is that teachers may organize English film shows on a regular basis to 
students as an extra activity at school. Students will learn everyday conversations and 
cultural aspects from movies. The more they are exposed to the English conversations, 
the more they are familiar with the spoken language.
Exchanging international students. Schools and teachers should additionally 
encourage the students to apply for scholarships as exchange students to go to other 
countries or hosting exchange students from other countries to their universities. Teachers 
should guide the students where and how to find the information. This will require the 
students to prepare for the written and interview tests. Thus, students might need some 
advice from the teachers. By this way, they need to read and practice more. If they are 
lucky enough, they will have a chance to join the program and go abroad. If they are not
227
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
successful, at least they will learn what the real interviews are like which will be 
beneficial for them in the future to make a better preparation for job interviews.
Organizing English language activities. Other useful suggestions include having 
students organize an English contest or a speech contest within the school or by inviting 
other schools to participate. In making the lesson more interesting, teachers might invite 
foreign friends or guest speakers to the class and have students ask them questions. These 
social academic activities will engage the students in preparing themselves for the 
participation and interaction. They will have opportunities to try out their abilities in 
English.
These recommendations will allow the students to access to opportunities for 
literacy development outside the classroom realistically and will be worthy experiences 
for them in using English in authentic situations. Thus, I strongly encourage schools and 
English teachers to consider using the suggested extra-curricular activities or guide them 
to their students.
Conclusions
In Thailand, the English curriculum framework as basic education appears to be 
interesting and ideal in its educational philosophy, full of meaning and purposes, and 
responsive to the needs of the multicultural world community. It illustrates what students 
are expected to achieve at the end of each level. Theoretically speaking, the English 
curriculum seems to promote student-centeredness and interactive process of learning 
with a variety of methods in communicative situations. However, it is evident that the 
real classroom practice does not correspond well with the curriculum policy. That is, the
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teachers do not technically transform the curriculum into classroom practice. The main
goals of the English instruction widely practiced in most classrooms seem to develop the
students’ skills in linguistics rules and vocabulary with Grammar-Translation Method.
This is in contrast with the four main goals stated in the national curriculum that
encourage the instruction to develop the students in the four skills equally in order for
them to communicate with other people with various purposes as described in the
literature review. Simply put, the government has a great plan in developing English for
students, but these learning goals are not met.
In order for teachers to implement the proposed recommendations, it is essential
to design practical curriculum guidelines for English teachers to ensure that the teaching
and learning goals are met with the national curriculum policy. Practically speaking, to
promote the four language skills and more effective learning outcomes for Thai students,
it is important that schools develop their own curriculum guide practice with a detailed
framework and suggested activities that correspond with the recommendations discussed
above. Otherwise, it is likely that most teachers would follow their own way of teaching.
According to Kam, Boon and some English teachers I informally talked to, they all
agreed and commented that many English teachers in Thailand did not try to organize
English lessons in an interactive manner effectively. Boon said:
Most teachers did not have much incentive to improve their teaching practice. If 
they were not forced to, they would not try to do anything new to teach their 
students. They would follow the same old teaching routine. However, they were 
willing to accept new teaching knowledge and skill from experts.
Thus, I believe that if school administrators initiate the concept of curriculum
guidelines and assign English teachers to work cooperatively to develop these guidelines,
many teachers will cooperate. This concept is possible and can be done immediately if
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school administrators have a broad vision in improving English to their students.
Teachers of each school who participate in developing English curriculum guidelines will 
get credit in this curriculum project as part of their academic work to be considered for 
their career promotion.
In developing school curriculum guidelines, teachers should consider activities 
that promote the student as an active participant to construct knowledge in the classroom. 
In other words, the instruction should focus on the learner-centered perspective with a 
wide variety of classroom activities mainly demanding students’ participation in the 
discussions and learning process (Vogt, & Shearer, 2003). Teachers should be guided not 
to act as authoritative persons, but they should allow students to evaluate their own and 
other’s work based on a variety of criteria and different approaches. The teachers should 
support, encourage, and engage students’ voices, life experiences, culture, motivation, 
identities, individual needs, learning opportunity and study materials more actively with 
the teacher’s scaffolding so that the students can link what they already know with new 
ideas to advance their literacy learning (Cazden, 2001).
When curriculum guidelines are done and ready for use, all teachers should be 
informed or guided to follow and adjust them flexibly and appropriately. Professional 
development to promote a clear understanding to implement school curriculum guidelines 
may be required, if necessary.
If the school has its own curriculum guidelines, they will clearly inform teachers 
what they should teach their students and how to enhance their literacy development 
through suggested hands-on activities. Through this process, it helps teachers, especially 
novice ones, to facilitate constructive learning and interactions that build social and
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cognitive competence as proposed by Vygotsky (1978). Otherwise, learning outcomes are
likely to remain the same and will not be as expected.
To help students learn better, I realize that some ideas can be excellent in
principle, but they may be out of the question or impractical in implementation. There are
constraints in different learning contexts. Some countries may have limitations such as a
lack of budget, a lack of qualified personnel, etc. in implementing proposed suggestions.
However, my suggestions to develop school curriculum guidelines for teachers and to
promote extra-curricular activities for students seem to be a perfect combination between
cognitive and sociocultural perspectives in language learning that could practically be
applied in the Thai learning context.
Limitations o f the Study
This investigation attempted to illuminate classroom discourse and literacy
practices that contributed to the students’ language acquisition and development in an
EFL context in Thailand. In this study, even though I attempted to gather data from
different sources to establish and maximize credibility, there were constraints regarding
accessibility. For example, after I interviewed my participants about their learning history
at previous levels, I thought it would be very helpful to gain greater insight into real
teaching-leaming process practiced at schools. I then contacted some local schools in the
province, where the participants came from, to observe some English classes at
elementary and secondary levels. Based upon willingness and cooperation, my request
was declined. I could recruit only one high school teacher, Boon, to take part in my study.
Boon commented on the difficulty of accessing gatekeepers in schools in Thailand:
Although the (Thai) government has tried to promote teachers to conduct 
research, many researchers have found it difficult to access gate keepers. School
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administrators do not quite understand the benefits of doing research, and they are 
unsure whether their schools will be affected by research results. Due to voluntary 
participation, most teachers are not willing to have researchers observe their 
classes. They do not know what will happen to them after that and they are not 
comfortable to be observed by someone they do not know.
Boon was introduced to me at the end of the semester before the summer break.
Thus, I missed an opportunity to visit his high school classes. I only administered
interviews with him. The quality of data related to classroom practice at elementary and
secondary school levels might have been limited due to a lack of classroom observations
and interviews from a number of teachers. However, I found Boon’s responses very
insightful and informative. From this study, I have learned that, it is most unlikely to
obtain permission and cooperation from local schools to collect data for research
purposes if one does not know or have any connection with anyone who works there.
In addition, a small number of participants drawn from a limited area of the
southern part of Thailand also posed a limitation for this study. The findings should not
be treated as generalizable concerning the students’ learning experience and instruction
practiced by the teachers in Thailand. The reason why I included only six students in this
study was because I selected the site and participants that provided me with an
opportunity to access to the data that I looked for. In other words, I followed Stake’s
(1995) suggestion that the opportunity to learn from participants should take priority over
a concern for representativeness. However, other researchers could apply what was
learned in this case study to a similar population of their cases (Stake, 1995).
Finally, the study posed a limitation in finding metacognitive strategies in reading
comprehension of the students. This is due to the poor knowledge of the English
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language of most students. Thus, the data from the think-aloud analysis did not answer 
the first research question as discussed earlier in this chapter.
In spite of these constraints, I rest assured that the multiple and wide net of data 
sources, prolonged engagement with the students in the university, trustworthiness 
establishment with the participants, my follow up to clarify key issues, a member check 
practice, and the lengthy period of time spent in the research site permit me to arrive at 
saturation and credibility of data gathering (Patton, 1990).
Recommendations for Future Research
To conduct a similar study in the future, replication should be done with 
participants in other areas with different contexts in order to add validity to the findings.
A wider sample including the elementary and high school levels will provide greater 
insights. That is, future research should also include class observations at primary and 
secondary levels to gain more insight into classroom practice and discourse. Interviews 
with more primary and secondary school teachers as well as students will strengthen the 
study.
If a think-aloud technique is used to explore reading comprehension strategies of 
Thai students, researchers should make sure that participants are proficient enough in the 
English language knowledge to demonstrate the use of effective reading strategies. To get 
a sense of what students’ English knowledge is like, I would suggest that researchers 
should try to speak English with them as much as possible. Researchers should also try 
out think-aloud texts with a similar population to have a sense of what their reading skills 
are like before launching actual think-aloud experiments. This will additionally help 
researchers to choose more suitable texts. Assessing readability level from students’
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course materials to determine the appropriateness of experimental texts is not sufficient. 
This is because some schools may not use appropriate course materials for their students. 
As a consequence, researchers might come up with unexpected results such as students 
read very poorly and do not demonstrate any effective reading strategies as I encountered 
in this study. Researchers should also familiarize participants with think-aloud 
procedures by allowing them to have enough practice so that they fully understand what 
they have to do when they think texts aloud.
In addition, I would suggest that having participants read aloud in their LI texts 
might help to see how strategically they can read in their LI. For example, if participants 
were not proficient readers in their LI, it would not be logical to explore how 
strategically they can read in L2. This will help researchers to consider more appropriate 
students.
A series of think-aloud sessions should be done with a variety of texts many times 
throughout the data collection phase for maximum results. It should be considered to 
provide the students with extended opportunities to produce output in reading texts and 
receive necessary feedback to ensure maximal reflections from think-aloud protocols 
treatments. It is essential that students’ processing capacity be not overloaded during the 
think-aloud experiments to allow for adequate allocation of resources to reading 
strategies, which means think-aloud texts with appropriate length and readability level 
should be taken into account.
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Sample Teacher’s Interview Questions
1. How long have you been teaching?
2. What is your main goal in teaching reading?
3. How do you teach students in your reading class? When you teach your students, 
what teaching procedures do you follow?
4. Do you apply many teaching methods when you teach?
5. What is your preferred method? Do you think it is effective? Please state your 
reasons.
6. What do you see as advantages and disadvantages of your preferred method(s)?
7. From your experience, what teaching methods do most teachers use? Why do they 
use that method?
8. Tell me how you rate the overall reading ability of your students.
9. How do you help your students to improve the reading skill?
10. Do you think you teach effectively?
11. In your opinion, are you satisfied with the present situation of the learning- 
teaching process? State your reasons.
12. Do you think Thai students are successful in learning English? Why (not)?
13. As a teacher, what needs to be done to improve English for Thai students?
14. What do you think are important components for effective teaching-learning 
processes?
15. What do you view as strengths/weaknesses of Thai students to study English?
Sample Students’ Interview Questions
1. How long have you studied English?
2. Do you like to learn English? What was and is your motivation to learn English?
3. Tell me your learning history/experience in the past. Do you remember when you 
first studied English? Tell me about it.
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4. What type of texts have you read?
5. How did your teacher teach you to learn to read in English? Did you learn how to 
read effectively before you studied at university?
6. What do you think about the way your teachers taught you to read in English?
7. What are your strengths and weaknesses in learning English? How do you know?
8. What are your memories of successes /failures in learning English?
9. Do you have the opportunity to use English a lot? Tell me the situations when and 
where you use English.
10. What do you think about learning English? How important is it in Thailand?
11. How many hours do you spend time studying English at school/at home a week?
12. Tell me about the texts that are used in the class. What kind of reading materials 
do you learn in class?
13. What reading/writing in English do you do now in your major?
14. How do you read? What strategies do you use? (Do you read everything or just 
skim or read and take notes and summarize, etc?)
15. Do you think you are a good reader? What characterize a good reader?
16. Do you have a lot of assignments? What are common assignments in reading 
classes?
17. What do you do if you need help with your assignments? Do you get help from 
your teacher/parents? How do you cope with your assignment problems?
18. Do your parents support or help you to study English? Did they teach you or read 
for you at home?
19. Do you learn a lot in class? What do you leam?
20. Do you participate a lot in class? Tell me the common classroom activities.
21. What do you think you are being taught about reading?
22. Please describe the steps you go through when you try to understand the readings 
for the courses.
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APPENDIX B 
FOCAL POINTS OF OBSERVATIONS
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1. Formal learning processes in class.
2. What is taught in class?
3. What teaching materials are used?
4. Classroom activities.
5. Opportunities for students to use English.
6. Students’ way of reading to understand texts.
7. How do students learn to read in class?
8. Instruction mode and interaction patterns.
9. The roles of the students and the instructor.
10. The classroom activities.
11. The common discourse forms practiced in class, 
(dialogic/interrogatory/evaluative)
12. The pedagogic functions of the discourse (rote learning, discovery, etc.).
13. The organizational modes (whole class, group, individualized, etc.).
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Think-Aloud Text 1: Disappearing Species
Two hundred years ago, passenger pigeons were the most numerous birds in the 
world. A flock of passenger pigeons might include over two million birds. When they 
flew overhead, they darkened the sky for hundreds of miles. Today, not a single one of 
these birds exists. Incredible as it may seem, all those millions of birds were hunted down 
for food, feathers, and sport.
The story of the passenger pigeon is just one of many sad stories about animals 
that have disappeared. At least 461 species of birds and mammals have become extinct in 
the past 400 years. Many more species- about 555 mammals and 1,073 birds- are now at 
risk of extinction. Among reptiles, fish, and invertebrates, at least 2,961 are at risk. And 
among plant species the number at risk reaches 25,000.
The cause of this terrible destruction is always the same: humankind. Sometimes 
people have killed off species directly by hunting them, as with the passenger pigeon. In 
other cases, people have caused extinction indirectly, as with the dodo bird of Mauritius 
(an island in the Indian Ocean). Though brutally hunted by the first European settlers, 
some dodos managed to survive in the interior forests. However, these were soon 
eliminated by the cats, dogs, pigs, and rats the Europeans brought with them.
The most frequent cause of extinction, however, is the human destruction of the 
environment. On the Hawaiian Islands, for instance, European and American settlers cut 
down the forests for farmland. This killed off many of Hawaii’s unique species of birds 
and plants. Even more dramatic, today, is the situation in the Amazon rain forest. Here, 
each square mile of the forest contains thousands of plants and animal species. These 
species depend on each other and on their special environment. When the trees are cut
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down, the environment changes or is destroyed altogether. And many species disappear 
forever.
Scientists are very concerned about the many species that are disappearing around 
the world. The loss of our fellow creatures is a loss for us as well. Not only do we lose 
the chance to learn more about ourselves and our environment. We also lose valuable 
economic or scientific resources. Many wild plants, such as the wild tomato and the wild 
sunflower, are useful in genetically improving food crops. Other plants or animals are 
useful in medical research. In this way, medicines have been found to help fight 
leukemia, cancer, and many other diseases.
Aside from the uses that research has already discovered, there may be countless 
more. Who knows what we are losing in the forests that are being cut down? Every year, 
as more plants and animals disappear, we lose opportunities for science and medicine. 
That means opportunities to improve our lives. The loss of species also means a narrower 
range of genetic possibilities in the world. Scientists do not know what that will mean, 
but they are worried.
Think-Aloud Text 2: The Nightingale and the Rose
‘She said that she would dance with me if I brought her red roses” cried the young 
Student, “but in all my garden there is no red rose.’
From her nest in the holm-oak tree the Nightingale heard him and she looked out 
through the leaves and wondered.
‘No red rose in all my garden!’ he cried, and his beautiful eyes filled with tears. 
‘Ah, on what little things does happiness depend! I have read all that the wise men have
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written, and all the secrets of philosophy are mine, yet for want of a red rose is my life 
made wretched.’
‘Here at last is a true lover’, said the Nightingale. ‘Night after night have I sung of 
him, though I knew him not: night after night have I told his story to the stars and now I 
see him. His hair is dark as the Hyacinth blossom, and his lips are red of his desire; but 
passion has made his face like pale ivory, and sorrow has set her seal upon his brow’.
‘The Prince gives a ball to-morrow night’, murmured the young Student,’ and my 
love will be of the company. If I bring her a red rose she will dance with me till dawn. If 
I bring her a red rose, I shall hold her in my arms, and she will lean her hear upon my 
shoulder, and her hand will be clasped in mine. But there is no red rose in my garden, so I 
shall sit lonely, and she will pass me by. She will have no heed of me, and my heart will 
break.’
‘Here, indeed, is the true lover,’ said the Nightingale. ‘What I sing of, he suffers: 
what is joy to me, to him is pain. Surely love is a wonderful thing. It is more precious 
than emeralds, and dearer than fine opals. Pearls and pomegranates cannot buy it, nor can 
it be weighed out in the balance for gold’.
‘The musicians will sit in their gallery,’ said the young Student, ‘and play upon 
their stringed instruments, and my love will dance to the sound of the harp and the violin. 
She will dance so lightly that her feet will not touch the floor, and the courtiers in their 
gay dresses will throng round her. But with me she will not dance, for I have no red rose 
to give her’, and he flung himself down on the grass, and buried his face in his hands, and 
wept.
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‘Why is he weeping?’ asked a green Lizard, as he ran past him with his tail in the
air.
‘Why, indeed?’ said a Butterfly, who was fluttering about after a sunbeam.
‘Why, indeed?’ whispered a Daisy to his neighbor, in a soft, low voice.
‘He is weeping for a red rose’, said the Nightingale.
‘For a red rose?’ they cried, ‘how very ridiculous!’ and the little Lizard who was 
something of a cynic, laughed outright. But the Nightingale understood the secret of the 
Student’s sorrow, and sat silent in the oak-tree, and thought about the mystery of love.
Suddenly she spread her brown wings for flight, and soared into the air. She 
passed through the grove like a shadow and like a shadow she sailed across the garden.
In the center of the grass-plot was standing a beautiful Rose-tree, and when she 
saw it she flew over to it, and lit upon a spray. ‘Give me a red rose’, she cried, ‘and I will 
sing you my sweetest song’.
But the Tree shook its head.
‘My roses are white’, it answered; ‘as white as the foam of the sea, and whiter 
than the snow upon the mountain. But go to my brother who grows round the old sun­
dial, and perhaps he will give you what you want’.
So the Nightingale flew over to the Rose-tree that was growing round the old sun­
dial.
‘Give me a red rose’, she cried, ‘and I will sing you my sweetest song’. But the 
Tree shook its head.
‘My roses are yellow’, it answered; ‘as yellow as the hair of the mermaiden who 
sits upon an amber throne, and yellower than the daffodil that blooms in the meadow
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before the mower comes with his scythe. But go to my brother who grows beneath the 
Student’s window, and perhaps he will give you what you want’.
So the Nightingale flew over to the Rose-tree that was growing beneath the 
Student ’ s window.
‘Give me a red rose’, she cried, ‘and I will sing you my sweetest song’. But the 
Tree shook its head.
‘My roses are red’, it answered, ‘as red as the feet of the dove, and redder than the 
great fans of coral that wave and wave in the ocean cavern. But the winter has chilled my 
veins, and the frost has nipped my buds, and the storm has broken my branches, and I 
shall have no roses at all this year’.
‘One red rose is all that I want’, cried the Nightingale, ‘only one red rose! Is there 
no way by which I can get it?’
‘There is a way’, answered the Tree; ‘but it is so terrible that I dare not tell it to
you’.
‘Tell it to me,’ said the Nightingale, ‘I am not afraid’.
‘If you want a red rose’, said the Tree, ‘you must build it out of music by 
moonlight, and stain it with your own heart’s blood. You must sing to me with your 
breast against a thom. All night long you must sing to me, and the thorn must pierce your 
heart, and your life-blood must flow into my veins, and become mine’.
‘Death is a great piece to pay for a red rose’, cried the Nightingale, ‘and Life is 
very dear to all. It is pleasant to sit in the green wood and to watch the Sun in his chariot 
of gold, and the Moon in her chariot of pearl. Sweet is the scent of the hawthorn and
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sweet are the bluebells that hide in the valley, and the heather that blows on the hill. Yet 
Love is better than Life, and what is the heart of a bird compared to the heart of a man?’
So she spread her brown wings for light, and soared into the air. She swept over 
the garden like a shadow, and like a shadow she sailed through the grove.
The young Student was still lying on the grass, where she had left him, and the 
tears were not dry in his beautiful eyes. ‘Be happy’, cried the Nightingale, ‘be happy; you 
shall have your red rose. I will build it out of music by moonlight, and stain it with my 
own heart’s blood. All that I ask of you in return is that you will be a true lover, for Love 
is wiser than philosophy, though he is wise, and mightier than Power, though he is 
mighty. Flame-coloured are his wings, and coloured like flame is his body. His lips are 
sweet as honey, and his breath is like frankincense’.
The Student looked up from the grass, and listened, but he could not understand 
what the Nightingale was saying to him, for he only knew the things that are written 
down in books. But the Oak-tree understood and felt sad, for he was very fond of the 
little Nightingale, who had built her nest in his branches. ‘Sing me one last song’, he 
whispered; ‘I shall feel lonely when you are gone’.
So the Nightingale sang to the Oak-tree, and her voice was like water bubbling 
from a silver jar.
When she had finished her song, the Student got up, and pulled a note-book and a 
lead-pencil out of his pocket.
‘She has form’, he said to himself, as he walked away through the grove, ‘that 
cannot be denied to her; but has she got feeling? I am afraid not. In fact, she is like most 
artists; she is all style without any sincerity. She would not sacrifice herself for others.
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She thinks merely of music, and everybody knows that the arts are selfish. Still, it must 
be admitted that she has some beautiful notes in her voice. What a pity it is that they do 
not mean anything, or do any practical good!’ and he went to his room, and lay down on 
his little pallet-bed, and began to think of his love; and, after a time, he fell asleep.
And when the moon shone in the heavens the Nightingale flew to the Rose-tree, 
and set her breast against the thom. All night long she sang, with her breast against the 
thom, and the cold crystal Moon leaned down and listened. All night long she sang, and 
the thom went deeper into her breast, and her life-blood ebbed away from her.
She sang first of the birth of love in the heart of a boy and a girl. And on the 
topmost spray of the Rose-tree there blossomed a marvelous rose, petal following petal, 
as song followed song. Pale was it, at first, as the mist that hangs over the river, pale as 
the feet of morning, and silver as the wings of the dawn. As the shadow of a rose in a 
mirror of silver, as the shadow of a rose in a waterpool, so was the rose that blossomed on 
the topmost spray of the Tree.
But the Tree cried to the Nightingale to press closer against the thom. ‘Press 
closer, little Nightingale’, cried the Tree, ‘or the Day will come before the rose is 
finished’.
So the Nightingale pressed closer against the thom, and louder and louder grew 
her song, for she sang of birth of passion in the soul of a man and a maid.
And a delicate flush of pink came into the leaves of the rose, like the flush in the 
face of the bridegroom when he kisses the lips of the bride. But the thom had not yet 
reached her heart so the rose’s heart remained white, for only a Nightingale’s heart’s- 
blood can crimson the heart of a rose.
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And the Tree cried to the Nightingale to press closer against the thom. ‘Press 
closer, little Nightingale’, cried the Tree, ‘or the Day will come before the rose is 
finished’.
So the Nightingale pressed closer against the thom, and the thom touched her 
heart, and a fierce pang of pain shot through her. Bitter, bitter was the pain, and wilder 
and wilder grew her song, for she sang of the Love that is perfected by Death, of the Love 
that dies not in the tomb.
And the marvelous rose became crimson, like the rose of the eastern sky. Crimson 
was the girdle of petals, and crimson as a ruby was the heart.
But the Nightingale’s voice grew fainter, and her little wings began to beat, and a 
film came over her eyes. Fainter and fainter grew her song, and she felt something 
choking her in her throat.
Then she gave one last burst of music. The white Moon heard it, and she forgot 
the dawn, and lingered on in the sky. The red rose heard it, and trembled all over with 
ecstasy, and opened its petals in the cold morning air. Echo brought it to her purple 
cavern in the hills, and the reeds of the river, and they carried its message to the sea.
‘Look, look!’ cried the Tree, ‘the rose is finished now’; but the Nightingale made 
no answer, for she was lying dead in the long grass, with the thom in her heart.
And at noon the Student opened his window and looked out.
‘Why, what a wonderful piece of luck!’ he cried; ‘here is a red rose. I have never 
seen any rose like it in all my life. It is so beautiful that I am sure it has a long Latin 
name’; and he leaned down and plucked it.
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Then he put on his hat, and ran up to the Professor’s house with the rose in his
hand.
The daughter of the Professor was sitting in the doorway winding blue silk on a 
reel, and her little dog was lying at her feet.
‘You said that you would dance with me if I brought you a red rose’, cried the 
Student. ‘Here is the reddest rose in all the world. You will wear it to-night next your 
heart, and as we dance together it will tell you how I love you’.
But the girl frowned.
‘I am afraid it will not go with my dress’, she answered; ‘and besides, the 
Chamberlain’s nephew has sent me some real jewels, and everybody knows that jewels 
cost far more than flowers’.
‘Well, upon my word, you are very ungrateful’, said the Student angrily; and he 
threw the rose into the street, where it fell into the gutter, and a cartwheel went over it.
‘Ungrateful! Said the girl. ‘I tell you what, you are very rude; and after all, who 
are you? Only a Student. Why, I don’t believe you have even got silver buckles to your 
shoes as the Chamberlain’s nephew has’; and she got up from her chair and went into the 
house.
‘What a silly thing Love is!’ said the Student as he walked away. ‘It is not half as 
useful as logic, for it does not prove anything, and it is always telling one of things that 
are not going to happen, and making one believe things that are not true. In fact, it is 
quite unpractical, and, as in this age to be practical is everything, I shall go back to 
Philosophy and study Metaphysics’. So he returned to his room and pulled out a great 
dusty book, and began to read.
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Think-Aloud Text 3: The New World o f Travel
When many people think of global travel, they think of expensive cruise ships and 
hotels or sightseeing tours famous places. However, global travel has changed a lot in 
recent years. Now, not all travel is expensive, so lack of money doesn’t have to hold 
people back. And these days there is an enormous variety of possibilities for people of all 
interests. Are you looking for adventure? Education? Fun? Do you like to travel with a 
group? Do you prefer to travel on your own? Would you like to get “inside” another 
culture and understand the people better? Would you prefer to volunteer to help others? 
Are you in the market for something strange and different? There is something for almost 
everybody.
Train travel used to be simply a means of getting from one place to another. Now, 
for people with money, it can also offer education or adventure. The Trans-Siberian 
Special, for example, is a one-week tour that runs from Mongolia to Moscow. The train 
stops in big cities and small villages so that passengers can go sightseeing, and there is a 
daily lecture on board the train, in which everyone learns about history and culture. For 
people who are looking for fun and adventure, there is the Mystery Express, which runs 
from New York to Montreal, Canada. This trip interests people who love Sherlock 
Holmes, Hercule Poirot, and Miss Marple. It’s for people who have always secretly 
dreamed of being a private eye and solving mysteries. The passengers on board have the 
opportunity to solve a murder mystery right there on the train. In the middle of the night, 
for instance, there might be a gunshot; soon everyone, learns that there has been a 
“murder” , and they spend the rest of the trip playing detective. They track down clues, 
exchange this information and their opinions, and solve the whodunit by the time the
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train has pulled into Montreal. Of course, no real crime takes place. The “murderer” and 
several passengers are actually actors. The trip is a very creative weekend game.
Many people don’t realize that the world’s largest industry is tourism. Clearly, 
tourists have a big impact on the environment. Perhaps, then, it’s fortunate that there is 
growing interest in ecotourism\ by 2000, 34% of all international travel will be nature 
travel. Serious ecotourists are interested in preserving the environment and learning about 
wildlife. Most also want to experience a new culture. Although it’s possible to be very 
comfortable on an ecotour, many travelers choose to rough it; they don’t expect hot 
showers, clean sheets, gourmet food, or air-conditioned tour buses. They live as villagers 
do. They get around on bicycle, on foot (by hiking or trekking), or on the water (on a 
sailboat or river raft).
For people who want a valuable experience abroad, there are exciting 
opportunities to study or volunteer. You can study cooking (for one day or eleven weeks) 
at Le Cordon Bleu in Paris or painting at the Aegean Center for the Fine Arts in Greece. 
There are classes in art collecting at Sotheby’s in London or Indonesian music at the 
Naropa Institute in Bali. There is marine biology in Jamaica, archaeology in Israel, 
meditation in Nepal, film in Sweden. But for those who don’t have a lot of money for 
tuition, volunteering for a few weeks can also offer a rich learning experience. Scientists 
in Costa Rica need volunteers to help count sea turtles and check their health. 
Archaeologists from Ireland to Grenada (West Indies) need people to help them with 
excavations. College-age volunteers can sign up for a summer in India. The opportunities 
change from year to year, but all offer the chance to learn while helping out.
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Volunteering is a good way to experience another country without paying for 
expensive hotels or tuition. But how can a person get to another country cheaply? One 
possibility is courier travel. For a low fee (about $35), a person can join an association 
that sends information about monthly courier opportunities. The passenger agrees to 
become a courier (i.e., carry materials for a business in his or her luggage) and can then 
receive huge discounts on airfare—e.g., $400 Miami-Buenos Aires round trip or $300 
L.A.-Tokyo round trip. People who enjoy ocean travel but don’t have money for a cruise 
ship might try a freighter. Although freighters carry cargo from country to country, most 
also carry eight to twelve passengers. For those who want to take their time, it’s a 
relaxing way to travel and is less expensive than taking a crowded cruise ship.
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APPENDIX D 
A STUDENTS’ SAMPLE TEXT FOR GROUP WORK
262
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Packaging: Bottling in Aluminum
According to many of the financial wizards observing and analyzing packaging, 
steel and aluminum are expiring, although their demise might require another few—or 
many—decades. Glass continues to survive but not necessarily thrive in the face of the 
onrush of plastics. Steel food cans maintain their market share but don’t grow, as flexible 
laminations, paperboard laminations, and plastic bottles and cans erode their growth.
And the dominant aluminum beverage can—more than 100 billion sold annually in the 
United States alone—faces attacks from the inexorable plastic. Among the responses by 
the aluminum can industry are size, decoration, surface texturing, and shaping—not 
exactly new, but now more visible and interesting. One of the approaches is the 
aluminum bottle, loosely defined as an aluminum can in which the diameter of the 
opening is much smaller than that of the body.
Fabrication o f Aluminum Cans
Aluminum is a ductile and malleable material that is about one-third as heavy as 
steel. Because of its relative ease of formation, the flat sheet may be drawn into shapes. 
There are three methods for making two-piece aluminum cans: single-draw, for shallow- 
profile cans such as for pet and seafood, in which the height is less than the diameter; 
draw-and-redraw; and draw-and-iron, used for carbonated beverages. In any of the 
drawing processes, the aluminum flows by rearrangement of the crystal structure under 
compound stresses without metal rupture.
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